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ABSTRACT 
This thesis explores issues concerning the education of young people in public 
care and some of the national initiatives that have been introduced to redress the 
difficulties experienced by this group; issues are within the broad area of social 
inclusion. 
The research was designed to explore the impact of the introduction of the 
designated teacher role in a small sample of schools in one authority 
(Shiretown) and the contribution of the role to corporate parenting of young 
people who are looked after. It was a study over two and a half years, 
employing case study methodology. 
There is a review of the relevant literature on the education of children in public 
care, multi-agency working, attachment and resilience theories, the roles of the 
school and teachers and alternative educational provision at Key Stage 4. 
Following this, data are presented from initial interviews with designated 
teachers in a small sample of secondary schools within one local education 
authority and from an initial survey of social workers with whom these teachers 
might be working. Case studies are reported, together with contextual details, 
to identify examples of effective collaboration or non-collaboration between 
Social Services and schools, focusing on the role of the designated teacher. 
This is examined alongside quantitative data in the form of GCSE/SATs results, 
as required by the Government, to indicate improvement in the educational 
experience of looked after children. Data are presented from interviews with a 
sample of young people in the schools in the study to gain their perceptions of 
the impact of the contribution of those involved in corporate parenting to their 
educational experiences. 
At the end of the study period, designated teachers and social workers were 
again interviewed and data are presented to demonstrate changes in perceptions 
and practice, as a result of the introduction of the initiatives to improve the 
educational experiences and attainment of looked after children. Following a 
thorough analysis of the findings, recommendations are made for effecting 
further improvement and areas of further research. 
A study of the contribution of designated teachers to corporate parenting for 
Shiretown's population of young people in public care. 
CHAPTER 1 
INTRODUCTION 
"Research on the education of looked after children indicates 
that a significant improvement in their education outcomes can 
only be achieved through truly collaborative working between 
education and social services. " (Jackson and Sachdev, 2001, 
p. 15) 
This section provides a context for the study and establishes the `real world' 
problem it sets out to address. 
Following concerns raised in the mid-1980s (Jackson, 1987), the education of 
young people in public care is accommodated within the government's later 
social inclusion agenda, with this group having been widely identified as a group 
that under-achieved in the education system. This was evidenced by figures of 
75 per cent of care leavers having left formal education with no qualifications, 
and only 12-19 per cent going on to further education compared with 68 per cent 
of the general population (DfEE/DoH, 2000). Although these figures were 
derived from a small sample and, therefore, should be viewed with some caution 
in terms of statistical robustness, the gap demonstrated between the academic 
achievements of looked after children and the general population was so large 
that the difference would be significant even if it had been exaggerated by 
sampling error. 
In any local authority looked after children/young people constitute a tiny 
percentage of the population of children and young people (about 0.5 per cent) 
(SEU, 2003). Not surprisingly, this statistic is mirrored in the vast majority of 
schools, so that it would be surprising if more than one percent of the pupils are in 
public care. However, nationally 60,000 children are looked after at any one time 
(SEU, 2003). This is a significant group that has been identified as being at high 
risk of social exclusion. Education is seen as being integral to improving the life 
chances of young people in public care. 
To redress the situation, the Office for Standards in Education and the Social 
Services Inspectorate collaborated to produce a report (Ofsted/SSI, 1995). This 
unprecedented collaboration highlighted the need for both agencies to be 
involved. However, by the late 1990s, it was recognised that little, if any, 
improvement had been made to the educational achievement of this group. This 
prompted the publication of the Government's "Quality Protects": Framework 
for Action" (DoH, 1998) documentation, which set local authorities objectives to 
improve their service for looked after children, one of which was specifically 
related to education/training: 
"Children looked after gain maximum life chance benefits from 
educational opportunities ... " (DoH, 1998, Objective 
4). 
The term `corporate parenting' is used to describe the collective responsibility of 
the whole local authority to achieve good parenting. The origins of the term are 
obscure but Jackson and Sachdev (2001) identified that in its current form it can 
be traced to a National Children's working party, chaired by Roy Parker, in the 
late 1970's. The Government's expectation was that corporate parents were 
expected " to do what any good parent would do" (DIEE/DoH, 2000, p. 13). It 
was also identified that those involved in `corporate parenting' had lower 
aspirations for, and expectations of, looked after children than for the general 
population of school children, in terms of both behaviour and achievement. 
Since the introduction of "Quality Protects", further DfEE/DoH initiatives have 
been introduced. In 2000, the "Guidance on the Education of Young People in 
Public Care" (2000) was implemented. This circular recommended that - 
1) Protocols were to be established to ensure exchange of 
relevant data; 
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2) Schools were each to appoint a "designated teacher" for 
looked after children who would be required to be "an 
advocate ..., accessing services and support, and ensuring 
that the school shares and supports high expectations ... " 
(DfEE/DoH, 2000, p. 32). In effect, someone to "champion" 
these pupils in the school. (See Appendix 1 for extract of 
Guidance on designated teachers) 
3) Personal education plans to be developed for every looked 
after child. 
It had been recognised that to effect improvement to the educational performance 
of looked after young people there was a requirement to establish "joined up" 
working practices with the agencies involved with looked after children - 
"The Government's Response to the Children's Safeguards 
Review has made it clear that it is a `joined up' issue requiring 
`joined up' solutions. " (DfEE/DoH, 2000, p. 4) 
To achieve this, there was the recognition that - 
" ... the educational history of looked after children suggests 
that effective multi-agency collaboration doesn't just happen. 
There needs to be someone providing the link between agencies 
." (DfEE/DoH, 2000, p. 23). 
For this multi-agency collaboration to happen, it would appear that there was 
recognition that the person providing the conduit for schools would be the 
designated teacher for young people in public care. The effectiveness of the role 
of designated teacher would be examined through the schools' Ofsted inspection 
process. Local authorities had been set targets to improve the educational 
attainments of the young people in their public care and would be judged against 
these. To progress this, many local authorities established dedicated posts. In 
1999 (i. e. prior to the publication of Guidance), I was appointed to such a post - 
Teacher/Advisor for Looked After Children in Shiretown Borough Council. 
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The anticipated result of improved, effective collaboration between agencies was 
an enhancement in the educational experience of looked after pupils. This study 
was designed to explore the impact of the introduction of the designated teacher 
role in a small sample of schools in one authority (Shiretown Borough Council). 
It attempts to identify indicators of effective collaboration between Social 
Services and schools, focusing on the role of the designated teacher. 
This study should be of interest to those employed in posts similar to mine in 
other local authorities and to designated teachers in every school. In fact, given 
that the Government believed that - 
"Getting it right for young people in public care is about getting 
it right for all children -" (DfEE/DoH, 2000, p. 3) 
this piece of research may be of interest to any education professional 
concerned with improving the educational experiences and outcomes of 
young people, particularly those who are failing to realise their potential. 
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CHAPTER 2 
LITERATURE REVIEW 
Although recognised as a very real world problem, whilst there is little literature 
on the topic of the education of looked after children, there is a wealth of 
literature that explores dimensions of the issue. Therefore, in this chapter there is 
an exploration of several streams that would indicate causes of difficulties and the 
efficacy of interventions suggested to overcome them. This literature review 
examines the relevant streams and attempts to provide a theoretical framework for 
examination of the core question- 
Does the role of designated teacher, as conducted in the sample 
schools, contribute to effective corporate parenting for 
Shiretown's cohort of young people in public care? 
The education of children/young people in public care 
This section examines the difficulties that have been identified around the 
education of young people in public care. This - 
"... is an area where there is remarkable and rare consensus 
among researchers, policy makers, practitioners and 
importantly, young people themselves, about the central 
issues. " (Fletcher-Campbell et al., 2004, p. ii) 
Pre-care experiences of looked after children can go some way to explaining their 
educational under-achievement, in that there is an established link between social 
disadvantage and poor educational performance (see, for example, Ofsted, 2000b; 
McCallum and Demie, 2001; Whithear, 1995; Bell, 2003) and children from 
families who are socially disadvantaged are more likely to become looked after 
(Harker et al., 2004b). Some were already labelled as `failures' in the education 
system prior to becoming looked after. Vernon and Sinclair (1998) commented 
that being out of school was a significant contributing factor to the breakdown in 
relationships with their family for many adolescents who subsequently became 
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looked after. However, whilst pre-care disadvantage can provide some 
explanation, it is not the only factor. 
"... certain structural features of the care and education systems 
can lead to impoverished education opportunities and 
experiences for the looked after populations. " (Harker et al., 
2004b, p. 5) 
It is the complex interaction of cognitive ability, pre-care experiences and factors 
in the care system that militate against educational achievement that make this 
group of young people so vulnerable. Corporate parents have a responsibility to 
eliminate the negative factors in the care system and to compensate for the factors 
that arise from pre-care experiences. 
Education has been recognised as being of crucial importance to all children, not 
only in terms of their learning but also in socialisation, including establishing 
appropriate relationships with both adults and peers, thus enabling them to form 
and maintain friendships (Fletcher-Campbell, 1997). For looked after children 
there is the additional benefit that school can offer some normality in their lives, 
in that it can provide some stability at a time when other aspects of their lives are 
changing and `fragmented' and can provide the opportunity for them to be treated 
as `ordinary' pupils and learners (Fletcher-Campbell and Hall, 1990). The 
Community Education Development Centre's (CEDC) report (2001) considered 
that whilst schools could provide this positive experience, they could also be a- 
"... lottery for the young person in public care. It can be a 
place to be normal, to make friends and to succeed. But 
because of ineffective communication, it can also be a place 
where bullying, intrusive questioning, low expectations and 
discrimination are rife. " (CEDC, 2001, p. 10) 
It had been recognised that young people who were not living consistently at 
home often had frequent changes of care placement which could entail changes of 
school (Fletcher-Campbell, 1997). Also young people who were looked after 
frequently had poor attendance records. Both of these factors could militate 
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against them having full access, not only to the educational curriculum, but to 
careers advice, sex education and other services provided by the school. 
Subsequently, there was emerging data about the relationship between school 
attendance and pupil attainment (Minister of State for School Standards, 2004). 
Admission into the care system had frequently been accompanied by a change of 
school (see, for example, DfEE/DoH, 2000; SEU, 2003). One study identified 
that a change of school set children back by ten months, in terms of their learning 
(Henderson, 2001). For those involved in corporate parenting, the challenge then 
is to engage their looked after young people in education and keep the school 
placement stable. 
Government initiatives have given some prominence and importance to the 
education of looked after children in an attempt to improve the educational 
experiences of this group (see, for example, DfE, 1994; DoH, 1998; DfEE/DoH, 
2000). Since the mid-1980s there has been the recognition that, as a group, 
looked after children and young people massively under-achieve in the education 
system. Although as early as 1976, Essen et al. (1976), through the use of the 
National Child Development Study data, commented that children who had been 
in care performed poorly in comparison to others in the population, it was another 
11 years before the seminal research in this field was undertaken by Sonia 
Jackson, when she identified the lack of work in this area (Jackson, 1987). 
Following this, the National Foundation for Educational Research (NFER) 
undertook the first national study in 1988/9. This project investigated not only 
local authorities' policies, practices and resources but also the effects of these on 
the educational experiences of individual children in care (Fletcher-Campbell and 
Hall, 1990). One of the recommendations made in this study was about liaison 
and collaboration between different departments in local authorities and 
suggested that - 
"Wherever possible, the necessary expertise should be drawn 
together to discuss a particular issue rather than the issue being 
confined within ... 
inappropriate boundaries. " (Fletcher- 
Campbell and Hall, 1990, p. 168) 
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Utting (1991) and Warner (1992) both identified difficulties in education for 
looked after young people. Partly in response to these two reports, the 
Government published the Circular 13/94 (DfE, 1994) that highlighted some of 
the difficulties experienced in education by this group of children/young people. 
It identified several areas of concern, including - 
i. carers not giving sufficient priority to education (para 17) and 
ii. children/young people being bullied or stigmatized because of their 
looked after status, which could result in truancy or low achievement 
(Circular 13/94, para. 13). 
The Circular recognized the strong and beneficial effect that school could have on 
increasing life chances of looked after young people and the opportunities for 
having the same experiences as other children (DfE, 1994). This Circular 
emphasized the need for change in both thinking and practice, as had Fletcher- 
Campbell and Hall (1990). 
Young people in care "fall down the gap" between social work and education 
(Jackson, 1987). In an attempt to redress this, the Social Service Inspectorate 
(SSI) and Office for Standards in Education (Ofsted) collaborated to produce a 
report (1995) about the education of this vulnerable group. The 1995 report 
stated that both local education authorities (LEAs) and Social Service 
Departments (SSDs) were failing to promote the educational achievement of 
children/young people in their care. One of the identified causes of this was that 
those involved in corporate parenting (social workers, carers, parents and schools) 
had not established responsibilities and roles around the education of the young 
people. In addition, liaison between these parties was not always consistent, if 
happening at all, resulting in unsatisfactory co-ordination and planning for 
individual children (Ofsted/SSI, 1995). In terms of underachievement, the report 
identified that within the sample of looked after children/young people studied: 
(i) Attendance was an issue, with over a quarter of 14-16 year olds being 
classified as poor attenders or excluded from school; 
(ii) Over 75% of looked after school leavers had no formal qualifications; 
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(iii) Only one third of secondary aged young people achieved levels in line with 
the general population of the same age, and 
(iv) Whilst 68% of the general population of young people went into further 
education after statutory schooling, only 20% of looked after children, within 
the sample, did. (SSI and Ofsted, 1995) 
One of the report's conclusions was that, to achieve improvements in standards of 
educational achievement of looked after young people, schools had to undertake, 
together with the local education authority, a greater responsibility for 
establishing and maintaining partnership with Social Services Departments. To 
facilitate this, one of the report's recommendations was that schools should have 
a named person responsible for looked after pupils. Fletcher-Campbell (1997), 
reporting a 12-month research project that examined what was happening in 
respect of the education of looked after young people in 1996, stated that there 
was no evidence that there had been wide implementation of the recommendation 
for schools to have designated teachers. 
Even with the information and recognition of the problem emerging from the 
Circular 13/94 (DfE, 1994), it was several years before the Government 
determined that local authorities had to address the difficulties experienced by 
children in the looked after system. This followed Sir William Utting's Report, 
People Like Us, which showed serious failings in the management and delivery of 
children's services (Utting, 1997). With the introduction of "Quality Protects: 
Transforming Children's Services" (DoH, 1998) in September 1998, local 
authorities were charged with: 
" ... (having) a legal and moral duty to try to provide the kind 
of support that any good parent would give to their children. ... 
The underlying message for you ... is straightforward: you 
should do your utmost to make sure that children in public care 
get a good start in life. " (DoH letter to Councillors, 21 
September 1998) 
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The "Quality Protects: Framework for Action" (DoH, 1998) initiative set local 
authorities objectives to improve their service for looked after children, one of 
which was specifically related to education/training in that it was about looked 
after children gaining maximum life chances from education. Quantitative 
indicators were identified to measure the improvements. These were concerned 
with end of key stage assessments (SATs) results and GCSE results, attendance 
figures and numbers of 16+ young people continuing in education or training. 
Local authorities had been criticised for not knowing what "any good parent 
would" about the educational achievements and/or difficulties of the young 
people for whom they were corporate parents (DoH, 1998). Research had also 
identified that those involved in corporate parenting had lower aspirations for, 
and expectations of, looked after children than for the general population of 
school pupils, both in terms of behaviour and achievement (DOH, 1998). 
Jackson (2000) commented that there has been a tendency consistently to under- 
estimate the resilience of children in care, even though research showed that, 
given opportunities, these young people had the potential to achieve as well as 
others. She identified that this had been attributable to a lack of cohesion and 
collaboration between the relevant agencies involved. 
There have been varied responses by local authorities to attempt to react to the 
Government's targets and establish `joined up' working practices with the 
agencies involved with looked after children. Since the introduction of Quality 
Protects (DoH, 1998), further DfEE/DoH initiatives have been introduced to 
address the educational needs of looked after children. The Guidance on the 
Education of Young People in Public Care (DfEE/DoH, 2000) not only recognised 
that multi-agency collaboration was needed to effect some improvement but also 
identified that for such collaboration to occur, there needed to be someone 
providing the link between agencies and implementing joint initiatives 
(DfEE/DoH, 2000). The guidance recommended schools to appoint a designated 
teacher for looked after children who would be required to be - 
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"... an advocate ..., accessing services and support, and 
ensuring that the school shares and supports high expectations 
... " (p. 32) 
In effect, the designated teacher was someone to `champion' these pupils in the 
school (DfEE/DoH, 2000, p. 32). The guidance also required that every looked 
after child had a personal education plan which - 
" ... ensures access to services and support; minimizes 
disruption and broken schooling; signals particular and special 
needs; establishes clear goals and acts as a record of progress 
and achievement. " (DfEE/DoH, 2000, p. 28) 
In July 2002 the Department of Health's Public Service Agreement (PSA) 
included new targets for the education of looked after young people, viz: 
By 2006, to have substantially narrowed the gap between the 
educational attainment and participation of children in care and 
that of their peers, to be achieved by: 
" Outcomes in English and maths to have been at least 60 per 
cent as good as those of peers; 
" Proportion of those disengaging from education reduced, 
so that that no more than 10 per cent reached school 
leaving age without having sat a GCSE equivalent exam; 
and 
" The proportion of those who were aged 16 who got 
qualifications equivalent to five GCSEs grades A*-C to 
have risen on average by four percentage points each year 
since 2002; and in all authorities at least 15 per cent of 
young people in care to have achieved this level of 
qualification. 
The Social Exclusion Unit (2003) published the findings of a large-scale research 
survey on issues around the education of looked after children. Given that this 
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work emanated from the Office of the Deputy Prime Minister, it illustrated the 
political priority being put on this issue. The conclusions of the research again 
highlighted poor academic achievement, low levels of attendance, low 
expectations of carers, social workers and teachers and education not being 
prioritised in care planning. The report quoted that, in terms of achievement, only 
eight per cent of 16 year olds who had spent at least one year in care in 2001 
achieved five A*-C grades at GCSE, compared to half of all young people. There 
was the caveat that this figure should be viewed with caution as DfES data for the 
general population covered pupils in Year 11, whilst DoH data looked at care 
leavers who may have been 16,17 or 18 years old. 
The report again highlighted the difficulty of `joined-up' working because social 
workers and teachers could lack understanding of each other's roles and 
responsibilities and have different working patterns. There was consensus about 
the difficulties experienced by looked after children and the impact that these had 
on their academic achievement, the causality and the changes to practice necessary 
to attempt to effect improvement, i. e. effective collaboration of those involved in 
corporate parenting. 
The need for the `joined up' working between agencies would appear to have been 
supported by a study undertaken by Coulling (2000) to find out how those working 
across agency boundaries could be helped to develop a shared understanding of 
what counted as successful practice for each agency in relation to the education of 
`looked after' children. Using Kelly's (1955) Personal Construct Psychology as a 
tool to explore this, the researcher interviewed professionals and children, to 
explore understanding of a common goal. The study identified that the role of the 
school was of major importance, as was the ability of the teachers to understand 
the needs of the looked after child. Young people specifically stated that they 
wanted the school and their carers to be in close touch to prevent things `going 
wrong'. The study also showed that close liaison demonstrated to the young 
person that their education was valued by and important to the carer (Coulling, 
2000). Coulling (2000) also identified that the ethos of the school was important 
in that the schools most likely to provide effective education for foster children 
were ones with good pastoral support, good interdepartmental liaison and good 
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liaison with foster carers. What was notable, in the study, was that successful 
educational experiences had - 
" ... little to do with academic ability but more to do with being 
well supported by carer and school to reach potential. " 
(Coulling, 2000, p. 33) 
This would appear to confirm what Gilligan (1997) identified as important: 
64 ... making the child feel cared about rather than cared 
for. " 
(Gilligan, 1997, p. 14) 
Whilst it was clear that there was a need for joined-up working and establishing 
multi-agency collaboration to bring about an improvement in the educational 
experience and achievement of looked after young people, it was also clear that 
this could be difficult to achieve. This was evidenced by the fact that it had not 
happened in response to earlier suggestions from Government, as contained in 
Circular LAC 13/94 (DoH, 1994) and SSI/Ofsted Report (1995). For looked after 
children, multi-agency working is embedded in the concept of corporate parenting. 
This concept is examined in the following section. 
Corporate parenting 
Frank Dobson, the first Minister for Health in the Labour government elected in 
1997, encapsulated the essence of the concept of "corporate parenting" as 
follows: 
"We have a special responsibility to young people who are in 
care or who have left care. As their corporate parent we owe 
them a special duty. I am determined that young people living 
in and leaving care will in the future get the same support, as 
far as possible, as other young people who are living at home 
and leaving home. " (DH, 1999: 5) 
The whole concept of corporate parenting can be seen as a contradiction, in that 
parenting is ideally undertaken by one or two individuals who are committed to 
the care of a child/young person. If this care is to be corporate, it will inevitably 
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involve a range of people and that will involve difficulties in communication, 
shared ideas/visions, etc. Looked after young people do not have one parent/ 
person doing everything, which is so often essential to avoid them falling down 
the `gaps' between services, which had been identified as disadvantaging them 
(Jackson, 1987) and was one of the areas that corporate parenting was intended to 
address. 
Since 1997, the Labour government's social policy has made a priority of tackling 
social exclusion. A focus on such exclusion differs both from traditional class 
politics and from new right conceptions of the "underclass", in that it is not 
concerned to radically alter general social structure but examines exclusionary 
processes at the meso or micro level, rather than at the macro level. Thus it 
avoids focusing on individual behaviour and instead focuses on structural 
processes (Goddard, 2003). The Social Exclusion Unit (SEU) was formed to 
undertake work in this area. The SEU focused considerable attention on children 
and children in care and care leavers quickly became central to their reform 
agenda. This was illustrated by the inclusion of children in care being identified 
as an especially vulnerable group in each of the first three reports from the Unit. 
Walker (1997) believed that social exclusion grew in Britain during the course of 
the 1980s and 1990s, partly as a result of the neoliberalist agenda of the 
Conservative government in power during this period which resulted in a reversal 
of the postwar trend towards narrowing the gap between rich and poor. 
Walker (1997) identified three key assumptions to the Conservative approach to 
social policy and the welfare state during this period: 
1) The government defined its role as providing a minimum for those in 
poverty rather than tackling the broader questions of social injustice. The 
market was to cater for rising living standards and. the `trickle-down' 
theory assumed that the growing economy would automatically provide 
improved living standards for those at the bottom. 
2) The Government attempted to deny the existence of real poverty as 
opposed to relative poverty. 
3) There was a strong emphasis on personal responsibilities for poverty. 
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In terms of young people in transition to adult lives, the Conservative 
governments of the 1980s and 1990s sought to increase the role and 
responsibilities of families and to reduce the role of the state. Broad (1998) 
commented that young people in care fell through the cracks of this family-based 
model, which did not seem to apply to corporate parenting. 
Thus, it can be seen that the Labour and Conservative interpretations of the 
concept of corporate parenting would differ in line with their underlying theories 
about the causes of social exclusion and actions necessary to prevent it. In a 
House of Commons debate (20 October 2005) on the Social Exclusion Unit, 
Howarth gave some insight into the Liberal Democrat view by commenting that 
whilst - 
"There is a great deal to praise and celebrate in the work of the 
social exclusion unit. Under a Liberal Democrat Government, 
it might have a somewhat different focus, concentrating more 
on the political aspects of exclusion and perhaps not being 
quite so influenced ... that the best way to tackle almost any 
aspect of poverty is to get people into work. It seems to us that 
it is often the best way to approach such individuals' problems, 
but not always. " (Hansard, p. 7) 
Given that they live in the care of the state, looked after children/young people 
have been seen as a group who are particularly amenable to state action to 
improve their circumstances and outcomes. However, the expansion of the state's 
direct parenting responsibilities has raised concerns that the individual rights of 
young people may be undermined by such paternalism. 
The UN Convention gives a child a right to privacy. The concept of corporate 
parenting would seem to be in conflict with this right. 
"One major difference between corporate parenting and 
ordinary families is the number of people involved in a child's 
care. It is essential to share information for good planning and 
care but, from the child's point of view, this can seem very 
intrusive. 
... Teenagers develop autonomy and increasing 
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privacy as part of their maturation, but for a child in care it is 
difficult to achieve the same sense of privacy. " (Munroe, 2001, 
pp. 132-3) 
The need for a mentor for looked after children has been acknowledged, with the 
recognition that having an adult to confide in is particularly important during 
adolescence (DoH, 1996). In a study by Munro (2001), young people identified 
the need for a confidante but they linked `confiding' to `confidentiality' - to 
having an individual, not a team, whom they could trust. 
Jeffs and Smith (2006) commented that - 
"... the notion of `joined-up' services proceeds from dubious assumption 
- that young people benefit from dealing with services that share 
information with one another. " (p. 8) 
They felt that this sharing of information could be an issue for agencies that work 
on the basis of a `fresh start' and may not welcome such information but not be 
able to avoid making use of it. Also they thought that the co-ordinating of efforts 
of agencies could lead to a depersonalised approach that emphasises the 
management of cases rather than working with the young people's accounts of 
situations and experiences. In addition, Jeffs and Smith felt that the information- 
sharing necessary for `joined-up' services involved a significant extension of the 
surveillance of young people. This was supported by Whitaker (1999), who 
commented that the creeping process of gathering information on individuals 
renders them - 
"... more and more transparent, relentlessly reducing the private spaces 
into which people have traditionally been able to retreat for refuge and 
self-definition'. (p. 4) 
Goddard (2003) commenting on the potential conflict between a rights-based 
approach to the relationship between the state and adolescents and the explicitly 
paternalistic model favoured by the Labour Government believed that, in support 
of the latter, a rights-based approach could be seen to be inappropriate for this 
group of young people, in that it had not prevented care leavers from becoming a 
vulnerable group. 
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Given that the Guidance on the Education of Young People in Public Care 
(DfEE/DoH, 2000) prescribes the establishment of effective multi-agency 
collaboration in the education of looked after young people, the following section 
looks at some of the challenges for undertaking this. 
Multi-agency working 
In the early 21St century, inclusion was a prominent policy of the Government, 
both in terms of social inclusion and inclusion in education, to enable all children 
to attend local mainstream schools, except in exceptional circumstances. Coulling 
(2000) recognised the Government's inclusion agenda, with the emphasis firmly 
on encouraging and promoting `joined-up thinking'. Legislation and guidance 
were clear that successful educational provision was about close working practice. 
The joined-up working proposed by the Guidance (DfEE/DoH, 2000) required 
consideration to be given to the need for multi-/inter-agency teamworking, the 
benefits derived from it, the practicalities of establishing frameworks to facilitate it 
and the issues that could inhibit or militate against it. 
The DoH funded a study of multi-disciplinary education in health care. The 
Scottish Council for Educational Research (SCRE) undertook the study and, in the 
research report, Wilson and Pirrie (2000) identified that one of the drivers for 
multi-disciplinary teamworking was a greater focus on `client-centredness', which 
was felt to resonate well- 
"... with concern for greater social inclusion and [a] desire to 
promote `joined up' policies for the benefit of the end-users. " 
(2000, p. 1) 
Gilligan (1997) stated that the concept of collaboration was derived from 
philosophical and political assumptions about parity and the involvement of clients 
in the decision-making process. The Green Paper Excellence for All Children 
(DfEE, 1997) suggested that one of the keys to successful inclusion and enhanced 
educational attainment was multi-agency working between all statutory agencies. 
In a study of a multi-agency programme for adolescent mothers, it was considered 
that the diverse needs of this group may have been unable to be met by special 
17 
programme units in a single setting and that a multi-agency approach would serve 
them more effectively (Holman and Arcus, 1987). Other studies have highlighted 
the cost benefits of collaborative working by assuring efficient use of limited funds 
and avoiding duplication of effort (see, for example, Holman and Arcus, 1987; 
Gilligan, 1997; Wilson and Pirrie, 2000). 
In terms of defining what comprised multi-disciplinary teamwork, the key issues 
were identified by Wilson and Pinie (2000), as activities which - 
(i) "bring more than two groups together; 
(ii) focus on complementary procedures and perspectives; 
(iii) provide opportunities to learn about each other; 
(iv) are motivated by a desire to focus on clients' needs; 
(v) develop professionals' understanding of their separate but inter- 
related roles as members of a multi-disciplinary team. " (2000, 
p. 1) 
The benefits derived from multi-agency working, whilst obviously being targeted 
towards the client, also applied to the agencies involved. Atkinson et al. (2002) 
highlighted that professionals were exposed to a broader perspective, a better 
understanding of the issues, and both increased understanding of and better 
interactions with other agencies. Atkinson and Kinder (1999) also commented on 
the benefits in terms of broader perspectives and more effective inter-agency 
liaison. They also reported on the wide range of expertise that could be involved, 
the pooling of ideas and the opportunity to give a speedy response for pupils with 
problems. The teachers in the project they researched commented on the 
advantages of someone who was not an educationalist being involved because they 
could bring a totally different viewpoint because they were not "immersed" in 
education (Atkinson and Kinder, 1999). They proposed that other agencies could 
focus on aspects different from those teachers were interested in, i. e. personal, 
social and emotional development (Atkinson and Kinder, 1999). Another 
participant, in the project studied, indicated that the multi-agency working 
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facilitated greater collaboration between different agencies rather than "passing 
referrals from one to another" (p. 44). The knowledge of different agencies' 
systems derived by multi-agency working could result in professionals having 
realistic expectations of other agencies, thus eradicating the myths often 
surrounding issues (Atkinson and Kinder, 1999). 
Atkinson et at (2002) reported that children and their families benefited directly 
from agencies working in a multi-agency way. The contribution that other 
agencies made to children's education resulted in improvement in their educational 
attainment and their access to education. Whilst the benefits of multi-disciplinary 
working both in terms of professional practice and service to the client were 
widely recognised, there was also wide agreement on the difficulties of 
implementing it (see, for example, Atkinson et at, 2002; Coulling, 2000; Holman 
and Arcus, 1987; Wilson and Pinie, 2000; Hugman, 1995). 
Clark (1993) commented that forming groups representing several disciplines 
would not guarantee the development of a shared understanding. There was some 
consensus that, for agencies to be able to work successfully in partnership, shared 
understanding was a necessary prerequisite (see, for example, Atkinson and 
Kinder, 1999; Coulling, 2000; Wilson and Pinie, 2000; Atkinson et al., 2002). 
Until there was a shared belief, or at least a shared understanding, of the differing 
professional disciplines, there could be no common goal (Coulling, 2000). In 
addition, understanding the role and responsibilities of other agencies and the need 
for common aims were important (see, for example, Atkinson and Kinder, 1999; 
Atkinson et at., 2002), as were understanding the limitations in what each agency 
could offer and respecting each other's ability as professionals (Atkinson and 
Kinder, 1999). Once this had been established there could be negotiation around 
the team roles in that "multidisciplinary teamworking does not require all members 
of staff to perform the same roles" (Wilson and Pirrie, 2000, p. 2) and, therefore, 
clarification about roles would be necessary. Within this aspect of 
multidisciplinary working, it was recognised that individuals who were flexible in 
that they could work in an eclectic way, rather than adhere to the boundaries of 
their own discipline, were crucial elements for a multidisciplinary approach 
(Wilson and Pirrie, 2000). This would support Nolan's (1995) comment that 
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interdisciplinary working, whilst valuing the importance of specific skills, 
benefited from blurring of the professional boundaries and establishing a 
willingness to share responsibility. Supporting this view, Atkinson and Kinder 
(1999) identified that there was a need to break down `preciousness' to prevent 
territorialism, in terms of different agencies procedures. Conversely, even when 
workers from different disciplines were focused on the end-user, a barrier to 
effective collaboration was cultural and personal differences between them. In 
particular, team members whose attitudes reinforced traditional professional 
hierarchies and stereotypes could inhibit multidisciplinary teamwork (Wilson and 
Pinie, 2000). 
For successful inter- or multi-disciplinary working, the contribution made by 
committed individuals or `champions' to the success of such working were 
identified (Atkinson and Kinder, 1999; Atkinson et al., 2002). Atkinson et al. 
(2002) identified that an important success factor was the wish of those wanting to 
be involved, rather than being directed, to engage in multidisciplinary activity. 
Even when attitudes and commitment were in place to support multidisciplinary 
working, there would still remain some of the practical issues. Good 
communication was identified as being one of the most important of these 
(Atkinson and Kinder, 1999; Atkinson et al., 2002; ). This was a challenge at all 
levels of working but most commonly within coordinator-led initiatives, where 
those involved were seen to be more disparate (Atkinson et al., 2002). Other 
difficulties included establishing procedures (Holman and Arcus, 1987; Atkinson 
et al., 2002) and simply "getting people together" (Wilson and Pirrie, 2000, p. 37). 
Holman and Arcus (1987) suggested that the success of the multidisciplinary team, 
that they researched, was dependent on the role of a liaison worker who ensured 
that concerns and problems were dealt with quickly and facilitated communication 
to all involved in the programme. 
In an educational context, special needs has always been an area that has 
necessitated multi-agency working. Dyson, Lin and Millward (1998) undertook a 
study to analyse the state of inter-agency co-operation for children with special 
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educational needs (SEN) and to develop models of effective practice. From this 
research, they identified the following four underlying `models' of co-operation: 
1. Mutual co-operation model. Agencies act autonomously but have 
systems in place for co-operating with each other when mutual support or 
joint action is required to fulfil statutory duties. 
2. Shared responsibility model. Agencies recognise concept of need as 
multi-faceted, requiring a multi-agency response. Considerable autonomy 
devolved to multi-professional teams. 
3. Natural lead model. Each agency in turn takes the lead to co-ordinate 
provision in different phases of child's/young person's life. 
4. Community services model. Individual need viewed in broader context 
of community need, requiring response involving action at a number of 
levels within the community. 
Given the current structure and working patterns of the various agencies in 
Shiretown Council, the mutual co-operation model would appear to be the most 
appropriate for the co-operative activity that is needed for those involved in 
corporate parenting to work together to improve the educational experience of 
children/young people in public care. Since the empirical research was 
undertaken, the Government has implemented the "Change for Children" agenda 
(DfES, 2004) based on the SEU report "Every Child Matters" (SEU, 2003). For 
multi-agency working, the Government has stated - 
"A holistic approach to meeting the needs of children and 
young people is essential to the Every Child Matters agenda. 
This means achieving better co-ordination of the work of 
agencies that traditionally have provided discrete services to 
meet different aspects of the needs of children, young people 
and their families. 
The Government aims to support the development of 
integrated frontline services and, more specifically, the 
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development of different models of multi-agency working 
that complement the work of existing core services. " (DfES, 
2005c, p. 1) 
This may require that other models of co-operation become more appropriate when 
the necessary re-organisations have been effected. 
For those involved in multi-agency working to have the'shared understanding' that 
the literature suggested was a prerequisite to effective joined up working (see, for 
example, Atkinson and Kinder, 1999; Coulling, 2000; Wilson and Pirrie, 2000; 
Atkinson et al., 2002), it would appear to be necessary to examine some of the 
underlying causes of the difficulties experienced by looked after pupils that impact 
on their educational experience. Research carried out for the Department of 
Education and Skills (DfES) by the National Foundation for Educational Research 
(Fletcher-Campbell et al., 2004) stated that teachers found challenging behaviour 
as being the principal difficulty in dealing with children in public care. According 
to this research, the difficulty was not a lack of understanding of the origins of the 
behaviour, but of finding ways to deal with it in the context of running a school. 
Whilst teachers may have an awareness of the difficulties that some looked after 
children have experienced, they are not necessarily aware of the reasons for the 
resultant underlying behaviours. The next section reviews the literature on some 
of the underlying causes of the behavioural difficulties. 
Factors impacting on behaviour 
For looked after children, this section explores the most common and serious of 
these, in terms of the mental health of looked after children. As Ivey (1989) 
stated - 
"Often the most extreme client behaviour makes sense once it 
is situated in the context of the client's developmental history 
and the unique way in which the client makes meaning out of 
that history. " (p. 30) 
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Some understanding of this could facilitate the change that is necessary to the 
attitudes of those working with the young people to bring about some 
improvement in their educational experience (Fletcher-Campbell and Hall, 1990). 
Entry into the care system will have followed a traumatic event in the 
child's/young person's life. In a study of the population of children in foster care 
in the United States, it was found that most of them had been the victims of 
prolonged neglect and repeated abuse. They had not experienced a stable, 
nurturing environment during the early years of life (Committee on Early 
Childhood, Adoption, and Dependent Care, 2000). The Committee considered 
that such experiences were critical in the short and long term to development of 
the child's brain and the ability subsequently to participate fully in society (1999- 
2000). From Department of Health statistics (DoH, 2004) on the number of 
children looked after at 31 March 2002,62% were in public care in the U. K. 
because of abuse or neglect. 
It is during the first three to four years of life, when brain growth and development 
are most active, that many children are entering foster care. During this period, the 
anatomic brain structures that govern learning processes, personality traits and 
coping with stress and emotions are established, strengthened and made permanent 
(Committee on Early Childhood, Adoption, and Dependent Care, 2000). During 
these critical years, the nerve connections and neurotransmitter networks are 
formed. They are also influenced by negative environmental conditions, which 
include abuse, violence and lack of stimulation. If unused, the brain structures 
atrophy and, in this way, cognitive and emotional disruptions have the potential to 
impair brain development (Committee on Early Childhood, Adoption, and 
Dependent Care, 2000). 
One of the most developmentally significant difficulties that children encounter if 
they have difficult early years is attachment disorder and this and the impact of it 
on their behaviour is explored below. 
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Attachment Disorders 
It has been widely recognised that all children need to be attached to someone who 
considers them to be very special and who is totally committed to providing for 
their ongoing care (Hughes, 1997). The terms `attachment' and `bonding' are not 
synonymous. `Attachment' refers to the feelings that a child has to the primary 
caregiver (usually mother). `Bonding' refers to the feeling that the caregiver has 
towards her/his child. Both bonding and attachment can be impaired (Hanson and 
Spratt, 2000). 
The origins of attachment theory are associated with the extensive writings and 
research of John Bowlby (1969,1973,1980). Bowlby (1969) suggested that there 
are distinct qualities of the child-caregiver bond that regulate the child's emotional 
experience and behaviour. He commented that, at birth, infants are equipped with 
a biologically based behaviour and motivational system that has evolved with the 
purpose of promoting proximity to a caregiver. The formation of this close 
relationship provides safety and protection, thereby (in an evolutionary sense) 
increasing the chances of survival. When this bond is threatened in some way or 
the child is separated from the caregiver, activation of this innate behaviour is 
initiated with proximity-seeking behaviours (e. g. crying). The caregiver's 
responses to these behaviours become directed into a goal-directed partnership 
between child and caregiver (Lyddon, 2001). According to Bowlby (1969), the 
caregiver/child relationship is crucial to the infant's comfort and security. The 
child's experience of a positive, responsive relationship with a caregiver is a 
necessary precursor for healthy exploration and adjustment. Ultimately, it can 
shape the way in which the child is able to relate to the outside world (see, for 
example, Bowlby, 1969; Lyddon, 2001). 
Central to attachment theory is that, along with the associated patterns of 
proximity-seeking behaviour or responding to the caregiver, infants develop 
corresponding working models or cognitive expectations about the accessibility 
and responsiveness of their caregiver, as well as their own ability to elicit these 
responses (Bowlby, 1973). A working model of 'self' s how children view 
themselves based on their role in the attachment relationship, based on a set of 
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beliefs about one's worthiness and competence as an individual. Bowlby (1973) 
asserted that one's working model of others derives from the original working 
models of primary caregivers. These would eventually generalise to broader base 
expectations about others. 
The self-systems of securely attached individuals were seen to be relatively open 
to new information (`feedback'), whilst maintaining a balance from the original set 
of beliefs (`feedforward'). The result of this was that the secure self-system was 
flexible and open to new learning and change (Mikulincer, 1997). These working 
models lead to secure individuals possessing a sense of self-worth, together with 
an expectation that other people were generally trustworthy, accessible and 
responsive. On the other hand, the self-systems of insecurely attached individuals 
tend to be relatively inflexible to new learning and change and tend to operate in a 
foreclosed manner around a few salient constructs or themes such as dependence, 
mistrust or personal worthlessness (Hughes, 1997). Insecure individuals who have 
experienced maladaptive attachment possess more negative views dependent on 
their attachment styles, as follows - 
(i) Preoccupied attachment style - individuals possess a sense 
of unworthiness combined with a positive evaluation of 
others. 
(ii) Fearful attachment - individuals possess a sense of 
personal unworthiness, together with an expectation that 
other people will be rejecting and untrustworthy, trusting 
neither their internal feelings nor other people's intentions 
(Bartholomew, 1990). 
There is the recognition that a healthy infant and child develops as part of a 
primary attachment to a caregiver (Hughes, 1997). What are the consequences of 
this for children and young people who come into the care system? It is likely that 
there will have already been attachment difficulties for the child, in that placement 
in care often follows a period of neglect, abuse, exposure to violence, or multiple 
changes in caregivers. Chinitz (1995) suggested that the attachment relationship 
may have been disrupted and, therefore, maladaptive. Neglect has very profound 
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and long-lasting consequences on all aspects of child development - poor 
attachment formation, understimulation, development delay, poor physical 
development, and antisocial behaviour (Committee on Early Childhood, Adoption, 
and Dependent Care, 2000). 
It would appear to have been established that children/young people entering the 
care system have a high probability of having attachment difficulties/disorders. 
What are the consequences of this for their education? The Committee on Early 
Childhood, Adoption and Dependent Care (2000) considered that mental and 
physical abuse, during a child's early years, fixes the brain in an acute stress 
response mode that cause the child to respond in a fearful, hypervigilant manner. 
Older children, who have suffered repeated traumatization, may suffer from post 
traumatic disorder and freeze when anxious. This could be considered 
oppositional or defiant by those interacting with them (Committee on Early 
Childhood, Adoption, and Dependent Care, 2000). Repeated experience of trauma 
can lead to behaviours such as motor hyperactivity, anxiety, mood swings and 
impulsiveness. The implications for this in the classroom were explained by West 
et al. (2001) in that, when a child had experienced an interpersonal crisis (for 
example, loss or rejection), it could trigger disorganised responses because of the 
association with earlier traumatic experiences. Thus, a poorly attached child could 
view discipline as arbitrary, cruel and rejecting. Sometimes the child could 
perceive discipline as abusive but, if not, certainly as neglecting his/her wishes and 
needs and humiliating. There would be no insight that discipline was necessary 
nor that it was associated with his/her behaviour. To the child with an attachment 
disorder, discipline is proof that the adult administering it is cruel and that any nice 
behaviours displayed by that person are deceitful (Hughes, 1997). The need for 
the child to have control over situations may lead to rejection of activities where 
this cannot be achieved. 
"This compulsive need to control functions [is] to manage their 
unmet needs for both attachment and autonomy. ... [T]heir only 
means of trying to establish a sense of safety is through 
successfully controlling whatever happens ... [T]his 
frantic 
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control is manifested as constant oppositional and/or avoidant 
behaviours ... ". [Hughes, 1997, p. 4] 
Teachers and other professionals may be surprised that, when a child/young person 
is removed from an abusive situation and taken into care, the behaviours 
associated with the abuse/neglect continue to be manifested. Hughes (1997) 
asserted that the results of the abuse live on within the child and render him/her 
unable to take advantage of new opportunities presented. The Committee on Early 
Childhood, Adoption, and Dependent Care, (2000) suggested that children who 
suffered emotional stress during the periods of early brain development and 
personality formation would require support that is both reparative as well as 
preventative. 
Reber (1996) commented that reactive attachment disorder (RAD) was one of the 
most severe forms of infant psychopathology in terms of attachment disturbances. 
There is recognition by some psychologists that the risk for RAD is increased by 
factors that may contribute to abuse and neglect (Tibbits-Kleber and Howell, 
1985). There has been the suggestion that child sexual abuse, family and social 
adversity are risk factors to psychiatric disorders, especially post-traumatic stress 
disorder, depression and reactive attachment disorder (Verlag, 1999). There has 
been an increase in the number of children/people diagnosed with RAD in recent 
years (Hanson and Spratt, 2000). Children who have suffered abuse (physical, 
sexual or emotional) and/or severe neglect are most likely to receive this diagnosis 
because of the belief that the behaviour problems, displayed by these children, 
stem from maladaptive relationships with abusive caregivers (Hanson and Spratt, 
2000). Reber (1996) stated that behaviour associated with reactive attachment 
disorder is similar to that of a conduct disorder, oppositional-defiant disorder or 
ADHD (attention deficit hyperactive disorder) and RAD is often misdiagnosed as 
one of these but that it is essential to distinguish those who have attachment 
disturbances. This was reinforced by Hanson and Spratt (2000) who believed that 
attachment problems needed to be identified and treated because of the risk of 
developing psychopathology in later childhood, as a result of insecure or 
disorganised attachment. However, they recognised that there was some 
considerable disagreement about what reactive attachment disorder actually 
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entails, how it should be assessed and what interventions should be used with these 
children and families. Hanson and Spratt (2000) concurred with the wrong 
diagnosis theory, believing that the behaviour "laundry list" associated with RAD 
might be indicative of conduct disorder, ADHD or other disruptive behaviour 
problems, not involving core disruptions in attachment. 
For society in general and school in particular, the Committee on Early Childhood, 
Adoption, and Dependent Care (2000) believed that - 
"Children with attachment disorders and an inability to trust and 
love often grow up to vent their rage and pain on society. " 
(Committee on Early Childhood, Adoption, and Dependent Care, 
2000, p. 1148) 
For schools, this "rage and pain" can be expressed in inappropriate and disruptive 
behaviour. This possibly explains the number of exclusions (permanent and fixed 
term) experienced by looked after young people and their levels of under- 
achievement, evidenced by national assessment tests (Statutory Assessment Tests 
[SATs] and General Certificates of Secondary Education [GCSEs]). 
Target and Fogaghy (2000) suggested that one of the central aspects of a child's 
social competence and confidence was the security of attachment, in that it 
provided the growing child with the resilience, trust and ability to regulate 
emotion, and to develop the self-reflective capacities that may be crucial when 
encountering adverse life events. Dent and Cameron (2003) commented that 
without secure attachments, many ordinary stresses of life may become serious 
threats. They identified starting school, learning in the classroom, interacting with 
peers, commencing work and retaining a job, as points of potential crisis. These 
are all areas that have been identified as areas where young people in public care 
have difficulties (DfES, 2000) and would support the notion that extra support is 
required for looked after children at times of transition, such as primary to 
secondary and 16+ transitions (DIES, 2004b). 
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Whilst attachment disorder is common for children in the looked after system, it is 
not the only cause of behavioural difficulties. The following section examines 
another possible factor. 
Post traumatic stress 
When subject to trauma, the human brain goes into survival mode where injury is 
accepted as a trade for life. Separation from the primary attachment figure and 
familiar environment presents an overwhelming threat, even when the attachment 
figure or known environment is a source of harm. In response to such threat, the 
brain floods the body with massive quantities of stress hormones, which cause 
major areas of the brain function to close down and others to become activated 
and sensitised. The physical changes to the brain and body also results in changes 
to social awareness, so that others may be seen as threats (Cairns & Stanway, 
2004). 
The toxic mix of chemicals automatically generated in response to threat results 
in injury. Cairns and Stanway (2004) proposed that there is a statistical 
probability that a child will suffer lasting impairment as a result of stress injury. 
Those whose circumstances prevent spontaneous recovery will suffer some 
measure of impairment, the extent of which will depend on complex resilience 
factors. They stated that humans adapt to persistent impairments after traumatic 
stress injuries but this often leads to behaviours and other symptoms of disorder 
that are considered abnormal and this can impact greatly on the ability of a child 
to manage in a school environment (Cairns & Stanway, 2004). 
In terms of whether looked after children will have experienced trauma, Cairns 
and Stanway (2004) commented that the most obvious life factor that they share 
is that they have been separated from their parents. Whilst this may have been for 
a variety of reasons, the separation from all that has been familiar will be 
traumatic. Thinking about looked after children as traumatised children allows the 
development of a model that works with the individual child, allowing for the fact 
that every child recovers differently from injury. 
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Cairns and Stanway (2004) felt that, even when a child had entered the looked 
after system, it is likely that they will experience continuing stress in relation to 
contact with absent family members. 
"There is no such thing as a pain free contact arrangement" (p. 19) 
So for looked after children, there will certainly be trauma in their entrance into 
the care system and arrangements that continue when they are in care. Add to this 
their likely pre-care experiences in that they will have also lived through 
significant adverse experience in their early lives. This early adversity can have 
profound and lasting effects on global development. When children have suffered 
such impairment of development, they are less able to recover from later 
traumatic experience. Cairns and Stanway described this as - 
"This is the `double whammy' faced by many children in 
public care. " (p. 20) 
In terms of how trauma impacts on behaviour - 
"Socially, the traumatised child is constrained by what has 
been called the `glass wall' of trauma. Cut off from others, 
preoccupied with trauma-related thoughts and feelings, 
unpredictably subject to panic or rage, unable to explain their 
actions or engage in moral accountability, these are often 
uncomfortable companions for those around them. " (Cairns & 
Stanway, p. 23). 
Cairns (1999) commented that the patterns of avoidance and intrusion 
that have resulted from the trauma generate dangerous and destructive 
behaviour. 
It would appear that looked after children are extremely vulnerable to experience 
attachment and/or post traumatic stress disorders. The former as a result of poor 
early parenting and the latter as a result of experiences with the birth family and 
around the separation from them. In addition, Cairns believed (1999) that 
children separated from their families for any reason would grieve that loss. In 
addition, because of the separation, they are deprived of the familiar structures for 
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holding and containing grief. This can result in the grief being manifested in a 
variety of behaviours, such as a need to control the situation by domination, 
creation of rituals to `hold the world together', dependency on anyone who will 
accept the burden of their need, aggression to helpers for failing to supply 
comfort, etc. 
"Losses that change the fabric of our lives lead to grief. Like 
trauma, loss is a transformative experience; it shakes and shifts 
the patterns of our lives, and we emerge from the experience 
changed. The process of that change is the process we call 
grieving. " (Cairns, 1999, p. 135) 
The literature on attachment and post traumatic stress disorders indicate that it is 
probable that looked after children will be disadvantaged in the long-term and this 
is unlikely to be remediated by corporate parenting. It is likely that there will be a 
need for long-term support, which may be provided by therapeutic input or 
structures of work, partners, etc. Teachers need to have an awareness of this to 
avoid looked after young people being labelled as difficult or disruptive when 
their difficulties persist after a period of stability in a placement. It has been 
identified that growing up in an abusive home environment is a risk factor for 
emotional and behavioural problems throughout one's life (Murray, 2003). 
However, whilst exposure to risk can increase the likelihood of negative 
outcomes, it is not inevitable (see, for example, Dent and Cameron, 2003; 
Murray, 2003). 
"The concept of resilience suggests that some children, even 
those exposed to the most extreme and harsh conditions, can 
overcome adversity and have healthy adult outcomes. " 
(Murray, 2003, p. 19) 
The next section examines the concept of resilience. 
Resilience 
Dent and Cameron (2003) supported the view that some resilient young people can 
overcome extreme adversity, stating that there are adverse factors in the living 
context of a child that combine to threaten or challenge healthy development. 
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These could include maternal depression, marital discord/domestic violence, 
experience of abuse, neglect and separation/loss through bereavement, divorce or 
separation from a significant person in the child's life. One, and most frequently, 
several of these adverse factors will have occurred in the lives of looked after 
children/young people. There was the realisation that there were very few groups 
in contemporary society who exhibited so many of the indicators of social 
exclusion (Dent and Cameron, 2003). How is it then that some children and young 
people, who are exposed to risk, adapt positively to life's challenges? 
In contrast to the negative factors, protective factors have been identified that can 
act as buffers to the effects of adverse experiences. Edwards (2001) stated that 
between half and two-thirds of children who grew up in families with mentally-ill, 
alcoholic, abusive or criminally involved parents, or in poverty-stricken or war- 
torn communities, were able to adjust to potentially damaging conditions with 
resilience. He identified that this was partly due to an inborn capacity for 
resilience which enabled them to develop social competence, problem-solving 
abilities, a critical consciousness, autonomy, and an innate sense of purpose. 
There was the belief that some protective factors had genetic roots, such as 
outgoing social personality (Henderson, 1998). In contrast, Bloom (1996) 
believed that social resilience was more likely to reside in systems, contexts and 
relationships, rather than the individual him/herself. This view was supported by 
other researchers who identified the existence of protective factors in the 
environment that contributed to resilience (see, for example, Dent and Cameron, 
2003; Murray, 2003; Rutter, 1985). This latter view is appealing in that it 
identifies that resilience can be developed, whereas the genetic theory gives little 
hope. 
Henderson (1998) stated that protective factors could be promoted to foster 
resilience in children and young people. He cited caring and support as the most 
crucial elements that promoted resilience, identifying the presence of a trusting 
relationship, even with a single adult, as crucial. Dent and Cameron (2003) 
asserted that resilient individuals have an understanding of what has happened to 
them (insight), develop an understanding of what has happened to others 
(empathy) and experience a quality of life that is often denied to others 
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(achievement). They suggested that the protective factors included a supportive 
teacher, a valuing school, caring grandparents or an ethnic community group that 
could help foster a secure identity. The school as a protective factor had also been 
recognised by other researchers (see, for example Gilligan, 1998; Nettles, 2000). 
School, as a formative living and learning environment, has the potential to exert a 
major influence on the personal and social, as well as the academic, development 
of pupils. School life offers vulnerable pupils a wide range of opportunities to 
increase resilience, including acting as a complementary secure base, providing 
opportunities for developing self-esteem and self-efficacy (see, for example, Dent 
and Cameron, 2003; Gilligan, 1998). 
Murray (2003) believed that - 
"Among school-level variables thought to exert the most 
powerful influence on children and youth are close and caring 
teacher-student relationships, the promotion of self-esteem and 
self-determination, a consistent focus on academic skills, the 
active teaching and modelling of appropriate social and 
behavioural skills, ...... Teachers can 
have powerful and 
lasting effects on the lives of children and youth ... 
both 
through the provision of important learning experiences and, 
perhaps more important, through the quality of the relationships 
they develop with students. " (p. 26) 
Poor academic achievement was cited as a risk factor and strong academic 
achievement as a protective factor (Murray, 2003). Given that low teacher 
expectations had been identified as a barrier to achievement for looked after 
children, there needed to be some change to this view. Edwards (2001) stated that 
high expectations were positively associated with the development of resiliency, in 
that students responded to high expectations by performing better and developing 
more positive views of themselves. To be efficacious, expectations had to have 
personal relevance. To achieve this they had to be created by the students 
themselves, so that they could claim ownership (Edwards, 2001). Benard (1993) 
concurred with this view - 
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"Resilient children create goals, aspire to do better 
academically, continue to try, believe they can and will 
succeed, and are able to see a future that is bright and good. " 
(p. 47) 
Even though children have an innate ability to develop resiliency, this could be 
diminished by exposure to abusive conditions, including within the school. Whilst 
schools were ideal places to promote resiliency, Edwards (2001) identified that a 
number of students had requested more caring teachers and cited that some 
children had adversarial associations with their teachers. 
Jackson and Martin (1998) undertook a study of care leavers who were high 
educational achievers (five or more 0 levels or GCSEs at Grades C or above). 
Most of the high achievers reported a special relationship with at least one person 
who made time to talk with and listen to them. Maluccio et al. (1996) also 
identified the presence of a positive adult role model in the child's life setting as 
well as the amount of time spent with that person to be important in fostering 
resilience. Edwards (2001) identified - 
"That the most frequently encountered positive role model in 
the lives of resilient children, outside of the family circle, is a 
favourite teacher. " (p. 16) 
Dent and Cameron (2003) believed that, for some schools, undertaking this work 
with vulnerable children and young people would constitute significant change to 
the practices of teachers. They believed that whilst schools could offer 
considerable resistance to new initiatives, the concept of resilience would be 
inviting to teachers given that the basic tenet of education was to maximise life 
chances for all and improve the life chances of disadvantaged pupils. 
The literature on attachment and post traumatic disorder theories provides some 
explanation of the underlying behaviours that teachers identified as being the most 
difficult aspect of looked after children. If teachers had this information, they 
could begin to make sense of some of the pupils' actions that could be interpreted 
as oppositional, e. g. insolence, defiance. With this understanding it may be 
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possible for teachers to change their practice, so that these responses were not 
`triggered', e. g. discipline to be addressed in non-traditional ways. With more 
caring attitudes to young people, the conditions that promote resilience could be 
implemented. The culture and ethos of the school would appear to be paramount 
in promoting this approach. The next section examines the contributions that 
schools and teachers can make to the corporate parenting of young people in 
public care. 
The Role of the School 
Bhabra et al. (2002, p. 15) identified the following aspects of school that have the 
strongest influence on the educational attainment of children in care - 
" School's ethos of 'inclusion' 
" High expectations of the children with knowledge and 
understanding of issues faced by children in care 
" Continuity of school placement and `stable' staffing 
"A balance between understanding the needs of children in 
care and making sure the children did not feel different 
Inclusion 
The Government has identified young people in public care as a group who are 
socially excluded (Ofsted, 2000a). Thomas et al. (1998) identified that "inclusion 
is a buzzword of the 1990's" (p. 192) and, indeed, of this new millennium. 
Politicians stressed their commitment to inclusion and social justice and the new 
inclusive mood created a growing demand for mainstream schools to find ways of 
including and teaching all children (Thomas et al., 1998). What does the term 
`educational inclusion' mean? Whilst much of the debate appears to be around the 
inclusion into mainstream of pupils who would have formerly been educated in 
special schools, Her Majesty's Inspectorate stated that - 
"Educational inclusion is more than a concern about any one 
group of pupils such as those pupils who have been or are 
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likely to be excluded from school. It is about equal 
opportunities for all pupils, regardless of their age, gender, 
ethnicity, attainment and background. (Ofsted, 2000a, p. 4) 
One of the groups identified by this document was `children looked after by the 
local authority' (Ofsted, 2000a, p. 4) 
The document further identified that an educationally inclusive school was one in 
which the teaching and learning, achievements, attitudes and well-being of every 
young person mattered. Effective schools were educationally inclusive schools. 
This showed, not only in their performance, but also in their ethos and their 
willingness to offer new opportunities to pupils who may have experienced 
previous difficulties. Rather than meaning treating all pupils in the same way, it 
involves taking account of pupils' varied life experiences and needs (Ofsted, 
2000a). However, there was very little literature to support the link between 
`effectiveness' and `inclusivity' because it was not clear what form the evidence 
would take. The Inclusion Index (CSIE, 2002) encouraged schools to identify the 
barriers to learning and participation that may occur within their cultures, policies 
and practices. Presumably the removal of such barriers would create a more 
effective school. 
Henderson (2002) reported that it had been evidenced, from successful schools, 
that to establish an inclusive school the following points were important: 
"1) Consideration had to be given to curriculum, learning and 
teaching, support for pupils, quality of the management 
and the ethos; 
2) Positive values are promoted, such as mutual respect, 
equality and fairness and high standards of work and 
behaviour; 
3) Staff know their pupils and are concerned for them, 
regardless of the size of the school; 
4) There is a strong and visible leadership from senior staff; 
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5) It is necessary to engage with other professionals in the 
community; 
6) Teachers analyse the needs of pupils at risk and take 
action. " (2002, p. 4) 
Much of this was supported by the initiatives established by the Guidance on the 
Education of Young People in Public Care (DfEE/DoH, 2000). Designated 
teachers should know and `advocate for' looked after pupils [(3) above]. 
Designated teachers should be senior level, influential teachers [(4) above]. Inter- 
agency collaboration is a requirement [(5) above]. Personal Education Plans 
facilitate the analysis of pupils' needs and associated actions [(6) above]. 
Successful inclusive schools have a culture of acceptance articulated through 
leadership which is seen to be supportive of inclusion (Thomas et al., 1998). 
Sebba with Sachdev (1997) asserted that the teachers' role in creating a socially 
inclusive school was clear. Where they set clear examples of valuing difference, 
pupils responded by interacting more openly with each other. The experience of 
inclusive education was a force in changing pupils' attitudes and behaviour. 
The literature indicates that an accepting and nurturing culture and ethos are 
prerequisites for a school to become educationally inclusive (see, for example, 
Sebba with Sachdev, 1997; Cole, 1998; Rose, 1998; Thomas et al., 1998; Ofsted, 
2000a; Henderson, 2002). Kunc (1992) criticised schools for providing little 
nurturance or assistance in developing an atmosphere of `belonging'. He believed 
that the majority of educators would agree that it was important for a child to 
develop a sense of self-worth and confidence. However, it had been assumed that 
a child's sense of self-worth could be developed from a sense of personal 
achievement that was independent of the child's sense of belonging. If there is 
concurrence with Maslow's contested, yet widely accepted, view of hierarchy of 
human needs (see fig. 2.1 below), it is apparent that self-worth can arise only when 
an individual is grounded in a community (Kunc, 1992). Maslow posited that the 
needs of humans could be divided and prioritised into five `levels'. Individuals do 
not seek the satisfaction of a need at one level until the previous `level of need' is 
met. 
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Cole (1998) supports this belief and expands on it by stating that the most 
important determinants of self-image are children's relationships with their 
families, and this is followed by their experiences at school. For looked after 
children, family relationships may not have been positive and the school 
experiences would, therefore, be of even more importance in giving them a sense 
of belonging. 
Cole (1998) stated that - 
"The central concern of humanists for the quality of interaction 
between adult and child remains at the heart of inclusive 
practice. " (p. 121) 
Cole (1998) stated the belief that children learned most readily from those who had 
`vital meaning for them' (p. 121). In education, teachers would be expected to 
fulfil this role. Brophy (1987) asserted that motivation to learn could be 
stimulated by communication of expectation of significant others (especially 
parent and teachers). The next sub-section reviews the literature on this topic. 
Teacher expectations 
Low expectations from teachers, carers and social workers have been identified as 
a barrier to academic success for looked after children (see, for example, Fletcher- 
Campbell, 1997; Jackson, 2001; Harker et al., 2004b). 
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Conversely, Gilligan stated that - 
"High expectations of their students imply that the school and 
the teachers believe in the innate capacity of the young person. 
Such high expectations can help to promote resilience in young 
people struggling with adversity. " (1998, p. 15) 
Elliott (2002) undertook a study to investigate whether or not teachers had a lower 
expectation of looked after children than they did of non-looked after children. 
She drew on the self-fulfilling prophecy research, which suggested that low 
teacher expectations caused or maintained poor attainment (see, for example, 
Rosenthal and Jacobson, 1968; Chaikin et al., 1974; Matthews, 1982). Elliott 
(2002) asserted that previous research had focused solely on academic attainment. 
Therefore, the research - 
"... investigated five areas of the education process that may 
influence academic success or failure, viz: 
1. Academic performance - broken down into three discrete areas: 
a) staying on task; 
b) accuracy of work; 
c) completing the task. 
2. Homework 
3. Attendance 
4. Bullying (subject of) 
5. Bullying (perpetrator of)" (Elliott, 2002, p. 61) 
Elliott's study comprised a questionnaire survey for the subject/classroom teachers 
and semi-structured interviews with Heads of Year. The questionnaire resulted in 
two significant results: 
i. Teachers expected that looked after children would not meet homework 
deadlines as consistently as their non-looked after peers; 
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ii. Teachers expected looked after children to be the victims of bullying 
more often than their non-looked after peers. 
Using self-fulfilling prophecy theory, these expectations could lead to - 
(i) Looked after children not consistently handing their homework 
in on time; 
(ii) There being a greater prevalence in children bullying looked 
after children. 
The interviews with Heads of Years resulted in lower expectations of looked after 
children on the measures of academic performance but results of the 
questionnaires given to class teachers did not. Fletcher-Campbell et al. (2004) 
commenting on Elliott's research in terms of the latter, cautioned that while the 
results may have indicated a change of attitude on the part of teachers, concerning 
academic measures, the limitations and small sample size indicated further data 
were needed to give a national picture. However, Elliott's research (2002) does 
indicate that there not only needs to be a challenge on the expectations of teachers 
but also on the acceptance of the resulting behaviours, e. g. not handing in 
homework. 
Interestingly, if low expectations are seen as a barrier to learning (DfEE/DoH, 
2000), the Government's targets on the educational attainments for looked after 
young people could be seen as contributing to their under-achievement. Whilst 
they were higher than had previously been attained by looked after children, they 
were far below those for the general population, (e. g. a target of 15% looked after 
young people obtaining 5 A*-C GCSEs against 50%+ of the general population). 
The Government had indicated that these targets were, slowly and realistically, to 
`close the gap' in achievements of children in public care and the general 
population. The targets were not considered to be the `end goal' but this was not 
communicated to the local authority professionals involved in attempting to 
improve the attainment of this group and, therefore, almost certainly, not to the 
designated teachers. Also the targets did not address the profiles of attainment, in 
that children and young people with disabilities were over-represented in the 
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population of children in public care and GCSEs were not the appropriate 
yardstick with which to measure their attainment. 
Martin and Jackson (2002) surveyed 38 high academic achievers who had 
previously been in care. Nearly a third of the sample commented on the need to 
overcome the negative stereotypes of looked after children, including making 
teachers aware that the labels of disruptive or low intelligence often attributed to 
looked after children were inaccurate and unfair. 
Harker et al. (2003) undertook a survey of 80 looked after children and young 
people regarding their educational experience whilst in care. The young people 
were asked to identify any person/people who had supported or hindered their 
educational progress. Although 62 of the respondents were able to do so, the 
authors found it - 
" ... disquieting that 18 young people were unable to give a 
single example of a supportive person. " (p. 94) 
The type of supportive individuals and frequency of comments about each type is 
shown in figure 2.2, below. Teachers were most mentioned as fulfilling a 
supportive role. As well as providing support for children to achieve 
academically, they were seen to have promoted self-belief in children's ability and 
were providers of emotional support. 
"Forty-eight of the young people mentioned individuals who 
they felt had hindered their educational progress. " (Harker et 
al., 2003, p. 94) 
The categories mentioned were identical to those for supporting progress, but the 
ordering of frequency was not. Social workers were most frequently mentioned 
(19 comments) as those who had hindered educational progress. This was often 
about the young person's school being changed without any perceived awareness 
of the young person's needs or the impact of the move on academic progress. 
Also highlighted by the respondents was the low level of interest social workers 
demonstrated towards their education. 
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Eighteen months later, the researchers undertook a follow-up study of a sample of 
56 of the young people in the original study to attempt to identify whether their 
perceptions had changed on the educational process and factors that might support 
or hinder their education. The following table (2.4) indicates the young people's 
perceptions on individuals who support educational progress and compares the two 
periods of the study: 
Original 
frequency 
Follow-up Individual 
frequency 
Original 
frequency 
Follow-up 
frequenc 
7 4 Peers 9 8 
4 12 Social workers 8 7 
32 29 Teachers 6 4 
21 21 Foster carers 5 1 
3 3 Residential carers 1 2 
3 11 Family members 8 1 
7 4 Self I I 
10 7 No-one 29 35 
Comments a out mdi= Comments about individuals 
who support educational who hinder educational 
progress progress 
Table 2.1 Frequency of comments made bý % young people taking part in original and follow- 
up intersiews about individuals who support/hinder educational progress 
(Harker et al.. 2004c) 
It can be seen that the young people reported teachers and carers as continuing to 
be the most frequently mentioned providers of educational support but there was a 
marked increase in the proportion of comments relating to educational support 
from social workers. The follow-up study also reported that the young people's 
perceptions of educational progress were significantly higher at follow-up 
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interview and an increased proportion reported that being looked after had had a 
positive impact on their education (Harker et al., 2004c). 
"The most consistent explanation given for improved educational 
progress was the availability of support and encouragement for 
educational progress and acknowledgement of young people's 
achievements. (Harker et al., 2004c, p. 273). 
However, the small numbers involved in the study and the even smaller numbers 
of reported comments, particularly in relation to those who hinder educational 
progress, should be viewed with caution and the research be considered as 
exploratory. However, subject to this caution, the role of the teacher in providing 
support for looked after children appears to be established. 
Gilligan (1998) felt that the role of the teacher as the professional with most 
contact with children appeared to go unacknowledged by social workers. He 
stated that - 
"It seems curious that social work, whose defining professional 
emphasis is on the social context and social experience of the 
client, should risk losing sight of the social institution second 
only to the family in its developmental impact on children. " 
(p. 14) 
Gilligan (1998) stated that educational progress could enhance a child's recovery 
following trauma and, therefore, it was not necessary for the young person to 
recover emotionally before fully engaging in education. To facilitate this fully the 
school placement needed to provide some consistency. The effects of changing 
schools is examined in the next sub-section. 
Changing schools 
Lack of stability in care placements, necessitating frequent changes of schools, has 
been cited as a barrier to learning for looked after young people (see, for example, 
Jackson, 1987; DfEE/DoH, 2000). Henderson (2001) reporting on two surveys on 
literacy in Glasgow and London schools, stated that there was a clear link between 
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student mobility (changing schools) and underachievement. Strand (2002) 
considered that the link was too simplistic and that the impact of other factors 
needed to be considered, so that - 
"... the reasons a pupil moves school rather than the change of 
school itself, is probably the most important factor in relation to 
attainment. " (p. 75) 
Durkin (2000) stated that children accept changes as part of school, in that they 
experience frequent changes of classes, teachers and pupils. This would appear to 
support the notion that it is the reason for, rather than the change per se, that has an 
adverse effect on attainment. 
Pupil mobility occurs as a result of, or alongside, other factors, such as disruption 
and, therefore, it is difficult to isolate the effect of changing schools on attainment 
(see, for example, Office for Standards in Education, 2002; Alexander and 
Entwisle; 1996; Dobson and Henthorne, 1999). Whilst it appears that there was 
little specific analysis on the effect of mobility on the education of those moving, 
there appeared to be a connection between pupil mobility and the effect on the 
schools (Dobson and Henthorne, 1999). Ofsted (2002) reported that schools with 
high pupil mobility tended to have lower average GCSE scores. Fletcher- 
Campbell and Archer (2003) felt that the lower GCSE scores of these schools 
could have been attributable to other factors, such as social disadvantage, rather 
than mobility. Certainly Kerbow (1996) found that students from lower socio- 
economic classes were more likely to change schools. Supporting this, Ofsted 
(2002) reported on a relationship between eligibility for free school meals and 
mobility, although this was more significant in primary schools than secondary 
schools. 
The Ofsted Report (2002) looked at the difficulties the curricula caused or 
ameliorated in regard to changing schools. It was asserted that during Key Stages 
1 and 2, the National Curriculum and national literacy and numeracy strategies, 
promoted consistency of provision, which made transfer to another school less 
disruptive to learning during primary schooling. At Key Stage 3, schools have 
greater flexibility in the curricula they provide and this could cause difficulties 
44 
with continuity for pupils transferring during secondary schooling. During Key 
Stage 4, subject options and examination syllabuses may not be consistent between 
schools. Kerbow (1996) stated that changing schools would cause disruption to a 
child's learning. This drop in learning may not persist after the student had 
adjusted to the new environment. However he believed that for pupils who 
experienced multiple changes of schools there could be a cumulative effect of 
mobility that would result in a substantive decline in academic ability. 
Whilst there was not consensus on the relationship between pupil mobility and 
academic attainment (see, for example, Durkin, 2000; Strand, 2002), several 
researchers highlighted the need for schools to manage the induction of pupils 
moving into their establishments at non-traditional times (see, for example, Ofsted, 
2002; Alexander and Entwisle, 1996; Kerbow, 1996). The Ofsted Report (2002) 
identified effective approaches to militate the effects of mobility in terms of 
relationships, information sharing and new pupils receiving information, good 
induction and personal support. These would appear to be encapsulated in the 
characteristics that Henderson (2002) identified as prerequisites for an inclusive 
school. 
Whilst there was not consensus on whether it was the act of changing school or the 
factors that caused the change that caused educational disadvantage, what was 
clear was that young people often had a change of school when they became 
looked after and, for some, there could be several changes if there was difficulty in 
securing a local, long-term foster/residential placement. To prevent this, local 
authorities had to address the issue of availability of suitable care placements in 
their own area. Shiretown Borough Council began this process by the recruitment 
of fee paid carers (community parents and Treatment Foster Carers). If there could 
be continuity of the school placement when a child becomes looked after, it may 
be possible to address some of the other identified barriers to learning. The next 
sub-section focuses on one initiative introduced to overcome these. 
Designated teachers 
The introduction of designated teachers for young people in public care 
(DfEE/DoH, 2000) was an attempt to overcome some of the barriers to learning 
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for looked after children. There was the expectation that the role of designated 
teacher would be undertaken by a senior member of staff, who could both 
advocate for the young person and ensure that all teachers in the school were 
aware of the difficulties experienced by this group in general terms, e. g. 
underachievement, low self-esteem, etc., and of individual pupils, as appropriate. 
In terms of multi-agency working, for looked after children, the designated teacher 
was expected to be the main contact within the school for other professionals. 
Bhabra et al. (2002) commented from the Social Exclusion Unit (SEU) research 
survey that perceptions of the role of designated teacher were very mixed, with 
some respondents thinking that some of them did not have a clear understanding of 
their role and had difficulties in reconciling an advocacy role with a teaching/ 
monitoring one. Other professionals were positive about the role and thought that 
it would eventually have a major impact on school policy as well as individual 
children. However, there was some concern that the designated teacher role might 
encourage the responsibility for looked after children to be seen as the preserve of 
one person, rather than of all teachers (SEU, 2002). There was also evidence that 
designated teachers were working in very different conditions, in that some 
schools gave non-contact time to facilitate effective liaison. Where this was not 
afforded, there was the complaint that designated teachers were hard to contact and 
this was attributed to them "not taking the role seriously" (SEU, 2002, p. 34). 
Fletcher-Campbell et al. (2004) undertook research to identify best practice within 
schools looking at the support of children in public care, in particular focussing on 
the introduction of the role of designated teacher. In terms of how designated 
teachers perceived their own role, they focused on the communication and liaison 
aspects, commenting on being a contact point for looked after pupils and outside 
agencies. Many designated teachers felt that they facilitated others' actions and 
described themselves as part of a team offering support to looked after pupils. 
Headteachers were also surveyed for their perceptions of the role of their 
designated teachers. Their views included responsibilities around liaison, 
advocacy, monitoring, having an understanding of the difficulties and keeping an 
overview (Fletcher-Campbell et al., 2004). Pupils' perspectives on the role of the 
46 
designated teacher were less clear. Whilst pupils were not necessarily aware of the 
existence of this role, when asked for the name of a member of staff to whom they 
would talk in confidence, approximately half gave the designated teacher's name 
(Fletcher-Campbell et al., 2004). 
In many of the schools participating in the research (Fletcher-Campbell et al., 
2004), the role of the designated teacher was described as `fundamental' (p. 113). 
There was variation in whether the post holder delegated tasks to other significant 
members of the school staff, e. g. Year Heads. Multi-agency working was 
recognised as being of importance, with the caveat that - 
"While designated teachers may be keen to collaborate with 
other colleagues, they are dependant on an effective response 
and cannot achieve the necessary outcomes without mutual 
respect for the task. " (p. 132) 
Even with the initiative of designated teachers and the recognition that pupils will 
receive maximum opportunities in mainstream schools, other provision needs to 
be considered for some young people. 
Alternative provision at Key Stage 4 
"Data show that the average performance of young people in 
care is significantly lower than national averages for the age 
cohort and that a disproportionate number of young people 
are not entered for GCSE or GNVQ at key stage 4 ... 
" 
(Fletcher-Campbell and Archer, 2003, p. 1) 
There had been growing concern that the Key Stage 4 provision was not 
appropriate for all 14 to 16 year old pupils. The Government (DIES, 2002) 
recognised that some young people: 
1. Lost interest in learning before the age of 16; 
2. Dropped out of formal learning at 16; and 
3. Of those who remained, many failed to reach their full 
potential. 
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Not only did it appear that the culture and ethos of the learning establishment 
needed addressing, including teacher expectation, to maximise effective learning 
but the content of the curriculum contributed to some young people becoming 
disaffected. 
For looked after children and young people, Bhabra et al. (2002) commented that - 
"For older groups, the general opinions were that children of 
GCSE age who had `missed a great deal of their education' 
may benefit from either a special college placement or work 
experience. " (p. 17) 
There had been a growing interest in alternative curriculum programmes for pupils 
at Key Stage 4. The National Foundation for Educational Research (Cullen, 
2000a) undertook a project which explored and described the characteristics of 
such programmes and assessed the extent to which they were effective in helping 
young people to view mainstream education and training more positively, and in 
creating routes to post-16 education, training or employment. 
Significant numbers of looked after young people followed an alternative 
curriculum at Key Stage 4, as evidenced by a research project on the achievement 
at Key Stage 4 of young people in public care. This found that, of the cohort 
(377), almost half did not follow the relevant exam courses at Key Stage 4. Of 
the half that did not, half of them followed an alternative curriculum. Fletcher- 
Campbell and Archer considered that the educational placements of the study 
cohort were not always of benefit to them but were expedient for the adults 
seeking solutions (Fletcher-Campbell and Archer, 2003). 
Cullen et al. (2000) reported that for effective implementation of an alternative 
curriculum programme, there had to be acceptance that `the problem' was located 
within the school itself. This supported the view of Dyson and Millward (1994), 
writing about special needs practice and provision in mainstream secondary 
schools: 
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"If students fail to learn, it is not because they are learning 
failures; it is because the school has failed to release their 
learning potential. " (1994, p. 13) 
The other perspective on `the problem' situates it with the pupil, whose behaviour 
is seen to be unacceptable, necessitating that s/he was catered for outside of the 
school (Cullen, 2000a). The nature of the alternative programme offered is often 
influenced by the perspective adopted. The perspectives on `the problem' are not 
dichotomous but situated along a continuum. There was recognition that schools 
were dynamic organisations and evidence of movement along the exclusion- 
inclusion continuum was observed in schools in the NFER project (Cullen, 2000a). 
Dyson and Millward (1994) purported that there were two major developmental 
tasks for schools. The first was to enhance their own capacity to ensure that 
students were offered rich and stimulating learning experiences. The second was 
to develop students' confidence in themselves as learners so that they could take 
maximum advantage of these opportunities to learn. Cullen (2000a) emphasised 
the importance of thinking about the outcomes of alternative curriculum 
programmes in relation to inclusion. She stated that, in inclusion terms, young 
people should be given opportunities to demonstrate their abilities, be shown 
respect as young adults and be offered a realistic chance to make a successful 
transition from school. Any intervention that left young people `at the bottom of 
the heap' was not good enough (Cullen, 2000a). 
The NFER (2000) research also examined multi-agency collaboration to `create' 
the alternative curriculum programmes. Cullen concluded that - 
"... work on social exclusion has shown that no one agency can 
tackle on its own the inter-linked problems manifested in that 
social exclusion". (Cullen, 2000b, p. 7) 
From this research, there was recognition that the best of the alternative 
programmes could and did improve life chances but were not a `quick fix' for 
social exclusion (Cullen, 2000b). 
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The Government has recognised that ages 14 to 19 marks a critical phase in young 
people's lives. Some become disaffected before reaching the end of statutory 
schooling. In terms of `traditional achievement', within the general school 
population (GCSE results 2002): 
(i) Nearly half of the young people did not achieve five good 
GCSEs 
(ii) More than half of the young people did not achieve good 
GCSEs in English and mathematics 
(iii) 5% left without a single GCSE pass 
(DfES, 2002) 
For young people in public care the targets for 2004 were: 
a) 15% to achieve five good GCSEs 
b) 75% to gain one GCSE or NVQ pass 
(DoH, 1998) 
These target figures were obviously well below the levels that the Government 
was concerned about for the general population of young people, and most local 
authorities were not achieving the targets for looked after young people. Good 
alternative curriculum provision would appear to be beneficial for many young 
people in public care to improve their educational experience and improve their 
life chances. The Government Paper "14-19" recognised that young people with 
difficult personal, family or social circumstances required help to overcome 
problems. Such support should also raise aspirations and motivation, to overcome 
barriers to learning (DIES, 2002). The Government's view was that there was a 
need to create a clearer and more appropriate curriculum and framework for the 
14-19 phase, which would develop and extend all young people to enable them to 
achieve their full potential, ready for life and work in the 21St century (DIES, 
2002). 
Hopefully, the development of appropriate alternative curricula would ensure 
continuity and progression and the opportunity to gain qualifications that are 
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recognised for further/higher education and within the workplace. Some of the 
previous alternative curricula provision was viewed by the young people as - 
" ... boring and worthless, recognising that they were being 
given short change educationally. " (Fletcher-Campbell, 1997) 
Fletcher-Campbell (1997) reported that carers felt that alternative projects should 
be run under the auspices of the local education authority - 
i. to give them links with mainstream provision so that young people 
could access it, if and when appropriate, and 
ii. to ensure quality of staffing and work programmes. 
Conclusion 
The literature demonstrates a remarkable consensus amongst researchers and 
policy makers about the educational difficulties of young people in public care and 
the possible causality of this. The sections on attachment and post traumatic stress 
identify the underlying difficulties and the manifestation of behaviours as a result 
of these disorders. This seems a deterministic view. However, it is countered by 
the resilience literature that offers some hope that not all children who have either 
lacked good parenting or who have endured abuse of neglect will present the same 
problems. Also the theory on this promotes education as a protective factor that 
fosters resilience. 
The role of the school is examined in improving the educational attainment and 
life chances of looked after children. The literature on the ethos and culture of the 
schools highlight the environment that is conducive to teachers adopting a caring 
attitude that has been shown to contribute to an improvement in the achievements 
of young people in the care system. Alternative curricula at Key Stage 4 are 
examined as an initiative that can improve the life chances of this vulnerable 
group. 
The implementation of the role of designated teacher from the Guidance on the 
Education of Young People in Public Care (2000) is the initiative that appears to 
encapsulate the remedies to the identified barriers, in that it promotes multi-agency 
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working, information sharing and provides the caring individual, advocate and 
trainer for other school staff. This study attempts to explore the implementation 
and effectiveness of multi-agency collaboration/co-operation, focusing on the 
contribution of a sample of designated teachers. The next section explores the 
research methodology most appropriate to examine this topic. 
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CHAPTER 3 
RESEARCH METHODOLOGY 
Since the introduction of "Quality Protects" (DoH, 1998), the Government has 
used quantitative methods to evaluate local authorities in terms of the targets set 
for improvements in the academic performance of looked after children. These 
are based on SATs/GCSE results, in addition to data on exclusions, attendance 
and post-16 opportunities. Local authorities were required to provide baseline 
information on educational attainment shortly after the Circular was published 
and then annually (towards targets for 2003). This was unlikely to allow 
sufficient lead time to achieve the improvement required at Key Stage 4. In 
addition, within this study, there would be difficulties with using such measures, 
due to the small size of Shiretown's population of looked after children 
undertaking SATs/GCSEs in any one year and the methods of reporting the data. 
With the small cohorts, one child can represent a difference of 10-20%. 
Therefore, it appears unlikely that the data required would indicate any changes in 
their school experience, as a result of the role of the designated teacher in 
contributing to collaborative practices. These data may demonstrate an 
association between variables but no causal relationships, or insight into the 
nature of the association(s), could be established. Pinker (1973) summed this up: 
"[In British] social policy and administration we begin with 
fact-finding and end in moral rhetoric, still lacking those 
explanatory theories which might show the process as a whole 
and reveal the relations of the separate problems to one 
another. " (p. 12) 
Sogunro (2002) asserted that the methodology for any study should be determined 
by the purposes of the research and different methods could be used separately or 
in concert with each other, given that quantitative and qualitative methods had 
different but complementary roles to play in a research process and outcome. For 
this research, the use of the research methodology is based on the following - 
i. The research question; 
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ii. What evidence addresses the research question? 
iii. Who has/where is the evidence? 
iv. How can this evidence be accessed? 
Whilst this was the framework for devising the methodology and selecting the 
research tools for this piece of research, there needed to be an awareness of what 
the literature indicated in methodological selection. Whilst acknowledging the 
fact that some major differences existed between quantitative and qualitative 
research methodologies, especially in the nature of their data and methods for 
collecting and analysing data, Punch (1998) believed that these differences should 
not obscure the similarities in logic, which makes combining the approaches 
possible. Tashakkori and Teddlie (1998) supported the view that there is 
compatibility between qualitative and quantitative methods and commented that 
this is manifested in much educational research. The use of both qualitative and 
quantitative approaches or paradigms has been labelled `mixed methods' or 
`mixed methodology' or `methodological mixes' (Tashakkori and Teddlie, 1998). 
Eisner (1981) commented that 
"The field of education in particular needs to avoid 
methodological monism. Our problems need to be addressed in 
as many ways as will bear fruit. " (p. 9) 
Given the very different ages and circumstances of children/young people when 
they are taken into public care, it is likely that any difficulties that impact on their 
educational achievements are complex and multi-dimensional. Clearly this is not 
only affected by the factors that contribute to them becoming looked after but also 
by the type and stability of the care placement(s). Of course, the best outcome is 
that the children do not experience any difficulties and achieve in line with the 
general population. Given that looked after children are not a homogeneous 
group, it does not appear to be sufficient to attempt to measure changes/ 
improvements by outcome, expressed in simplistic, quantitative terms. 
"Different paradigms each focus attention on different aspects 
of the situation and so multimethodology is necessary to deal 
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effectively with the full richness of the real world. " (Mingers 
and Brocklesby, 1997, p. 492) 
Case studies can be based on any mix of qualitative and quantitative methodology 
(Yin, 1994). Yin proposed case study as a preferred method in examining 
contemporary events- 
"... when relevant behaviours cannot be manipulated. The case 
study relies on many of the same techniques as a history, but it 
adds two sources of evidence not usually included in the 
historian's repertoire: direct observation and systematic 
interviewing. " (Yin, 1994, p. 8) 
Stake (2000) supported the view that case studies are useful in the study of human 
affairs because they are "down-to-earth and attention holding". He refuted that 
they are not a suitable basis for generalization, stating that - 
"Case studies will often be the preferred method of research 
because they may be epistemologically in harmony with the 
reader's experience and thus to that person a natural basis for 
generalization. " (Stake, 2000, p. 19) 
However, there is more consensus for relatability and replicability being the 
critical elements for case study than for generalizability (Yin, 1994; Gomm et al., 
2000). 
Given that a case study methodology was seen to be appropriate for researching 
corporate parenting, focusing on the role of the designated teacher, this format 
was used, employing "mixed research methods". This approach was designed to 
explore whether there was evidence of `joined up' working and whether this had 
resulted in an enhancement in the educational experience of looked after pupils. 
Yin (1994) believed that a major strength of case study data collection was the 
opportunity to use many different sources of evidence, as expressed in figure 3.1. 
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Figure 3.1. 
CONVERGENCE OF MULTIPLE 
SOURCES OF EVIDENCE 
(Yin, 1994, p. 93) 
"The use of multiple sources of evidence in case studies allows 
an investigator to address a broader range of historical, 
attitudinal, and behavioural issues. However the most 
important advantage presented by using multiple sources of 
evidence is the development of converging lines of inquiry, a 
process of triangulation. " (Yin, 1994, p. 92) 
The use of case study methodology to undertake this research is in line with other 
work around initiatives to improve the education of looked after children/young 
people, many of which had been undertaken in this way (see, for example, 
Fletcher-Campbell, 1997; Jackson and Sachdev, 2001). 
As Teacher/Advisor for Shiretown's looked after children, I was in a unique 
position to be able to undertake this research in that the role required that I 
provided a conduit between Social Services and Education /schools and 
undertook liaison with other agencies to resolve educational difficulties for 
individual children/young people. Whilst the dual roles of researcher and 
practitioner could be seen as contributing to researcher bias, Ruby (2005) 
considers that research is an important part of quality practice but commented that 
there is often a gap between those who are conduct research and those who are 
engaged in practice. He stated that the benefit of the practitioner research was 
that - 
"The practitioner often understands his or her clients in terms 
of reasons, intentions, biographical events, choices, moral and 
legal responsibilities, etc. (Ruby, 2005, p. 59) 
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In terms of enhancing practice, Ruby (2005) commented that, by the process of 
research, the practitioner modifies systems as new understanding produces better 
results than the old. 
For those engaged in affecting an improvement to the life chances of looked after 
children, the Guidance (DfEE/DoH, 2000) appeared to present very real 
opportunities for achieving this. I felt that a greater understanding of the 
effectiveness of the collaboration required by the concept of corporate parenting 
could indicate opportunities and systems to promote this, to attempt to improve 
the educational experiences young people in the care of Shiretown Borough 
Council. 
Research questions 
The literature and choice of research methodology indicate that, to undertake a 
study of the contribution of designated teachers to corporate parenting for 
Shiretown's population of young people in public care, the following questions 
needed to be addressed: 
1. What were the factors in the schools in the sample that contributed to or 
inhibited effective multi-agency co-operation to improve the educational 
experience of Shiretown's population of young people in care? 
2. Within the sample schools, did the designated teachers of pupils in public care 
facilitate schools engaging in this process? 
3. Given that factors had been identified that accounted for/contributed to the 
under-achievement in education of looked after children, what solutions were 
effective in overcoming these within the sample schools? 
4. How could designated teachers, in the sample schools, address the needs of 
looked after children to improve their educational experience? 
5. What were the characteristics of designated teachers, in the sample schools, 
who facilitated effective multi-agency co-operation/collaboration, in terms of 
training, experience and position? 
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Study Design 
The framework to explore these research questions is summarised below: 
Research questions Evidence Data source Research methods 
What were the factors in the schools Examples of liaison with other Designated teachers Interviews 
in the sample that contributed to or professionals, carers. Carers Surveys 
inhibited effective multi-agency co- Multi-agency involvement in Social workers Analysis of secondary data 
operation to improve the educational Personal Education Plans Young people Documentary analysis 
experience of Shiretown's Measures of inclusive schools Teacher/Advisor for LAC 
population of young people in carer Ofsted reports 
Within the sample schools, did/how Communication systems. Social workers Surveys 
did the designated teacher of pupils Designated teachers Interviews 
in public care facilitate schools Teacher/Advisor for LAC 
engaging in this process? 
Given that factors have been National assessment tests (SATs Designated teachers Analysis of secondary data 
identified that account for/contribute and GCSEs) Young people Documentary analysis 
to the under-achievement in Attendance figures Interviews 
education of looked after children, Exclusion data 
what strategies were effective in Personal Education Plans 
overcoming these in the sample Pastoral Support Plans 
schools? Access to alternative curricula at 
KS 4 
How did designated teachers, in the Knowledge of the Trainers for twilight Analysis of secondary data 
sample schools, address the needs of diff iculties/needs of LAC training sessions/ Documentary analysis 
looked after children to improve Frequency of liaison with LA conference for designated Interviews 
their educational experience? pupils teachers 
Attendance at training sessions for Designated teachers 
designated teachers Young people 
What were the characteristics of a) Perceptions of others in terms a) Social workers a) Interviews designated teachers, in the sample of effective co-operation/ Teacher/Advisor for Surveys 
schools, who attempted to facilitate collaboration LAC 
effective multi-agency co- 
operation/collaboration, in terms of b) Profiles of individual b) Designated teachers b) Interviews 
training, experience and position? designated teachers 
The study employed case study approach to explore the educational experiences of 
Shiretown's looked after young people in five sample schools (details of sample in 
Chapter 4), with particular focus on the contribution of corporate parenting as 
facilitated by the role of the designated teacher. Specifically, interview techniques 
were used to capture the views of the participants. Semi-structured or structured 
interviews were employed at the beginning of the study to collect data from 
designated teachers and social workers. Care and school histories of the looked 
after pupils in the schools were compiled and revised. Secondary data was 
collated that evidenced the educational experiences of the young people in the 
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study, e. g. Personal Education Plans, SATs/GCSE results, exclusions, attendance, 
etc. Incidents of collaboration or non-collaboration were recorded and analysed in 
terms of why they occurred, i. e. what were the contextual details? A sample of the 
young people were interviewed to capture their perceptions on the effectiveness of 
collaboration or need for more support from those involved in corporate parenting. 
Interviews with the designated teachers and social workers were conducted at the 
end of the research study, to attempt to identify any changes in their perceptions 
over the duration of the study and what, if any, progress had been achieved. This 
also provided further supporting evidence for the main findings from the case 
studies. 
The overall design of this study is illustrated in the research map (Figure 3.2, ) 
below: 
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Figure 3.2 
Research Map 
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Methods of Data Collection and Anal 
Quantitative data: Questionnaire interviews 
Abrams (1951) commented on the use of a questionnaire approach, in terms of 
describing it as - 
" ... a process by which quantitative facts are collected about 
the social composition and activities. Its findings could be 
expressed in numerical form and they are usually utilitarian, 
carried out as an indispensable first step in measuring the 
dimensions of a social problem ... " (p. 2) 
Although questionnaires could be criticised for failing to give any insight into the 
causal relationships between variables identified (Pinker, 1973), given that the 
focus of the research study was to be designated teachers, this method would 
enable data to be collected from a larger number of social workers than could be 
achieved by qualitative methodology, e. g. semi-structured interviews. Also, given 
the author's position within Social Services, the possibility for social workers to 
anonymise their responses could facilitate them providing more honest views. 
The questionnaires were piloted to ascertain whether the questions produced the 
data to address the research questions. 
Qualitative data: Interviews 
For the purposes of this research, whilst questionnaires were used to collect data 
from a larger number of respondents, interviews were employed to provide more 
detailed data. These interviews followed the methodology described by Moser and 
Kalton (1971) as guided or focused interviews, also called semi-structured 
interviews. These, whilst giving the respondent a good deal of freedom, introduce 
a set of topics in a more or less systematic way. The questions are open ones, 
designed to encourage the respondent to talk freely around each topic. This 
interviewing departs from the inflexibility of formal, structured methods, whilst 
giving the interview a form that ensures that relevant topics are discussed and 
allowing respondents opportunity to develop their views (Moser and Kalton, 
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1971). Using this approach, interview schedules are constructed to include topics 
that encourage the interviewee to give their perceptions on the areas where 
information is required. In doing this, there needs to be an awareness that the 
language used and the way in which interviewees are `invited' to respond could 
shape their responses, both in terms of their understanding and in terms of the 
interviewer's biases. Language used is intended to be clear and unambiguous, so 
that it can be understood by the respondents. To avoid difficulties in 
understanding, `probes' are included under each heading, which are used either to 
illuminate the question or to focus the conversation, if necessary, and to ensure 
that there is an adequate scope in response (OU, 1996a). The questions are 
phrased to elicit "concrete rather than abstract responses" (Nias, 1991, p. 134) by 
asking for examples of behaviours or situations. 
Additionally, as well as the possibility in the development of the schedule, there is 
the potential of bias in conducting the interview. With semi-structured or focused 
interviews the flexibility afforded by the informal approach gets to the heart of the 
respondent's opinion better than set questions (Moser and Kalton, 1971). 
However, it is this informality that can give greater scope to the personal influence 
and bias of the interviewer, in that the answers given by the respondents can be 
affected by the social and personal characteristics of the interviewer (OU, 1996a). 
Respondents can attempt to please the interviewer and tailor their responses to 
attempt to match their perceptions in order to achieve this. As an interviewer, I 
was aware that I should adopt a neutral position during the interview and, to 
achieve this, needed to be aware of not only the content and tone of dialogue but 
also non-verbal communication clues. Also interviewees can form perceptions of 
the interviewer from how the interview is conducted and make assessments about 
his/her values and stance. The latter will be based on age, gender, race and class. 
Hopefully, awareness to all these factors avoided the situation where, as an 
interviewer, I constituted a major barrier to honest response (OU, 1996a). 
The purpose of the interview schedule is to produce data that can be analysed to 
illuminate the research questions (OU, 1996a). The schedules need to be tested, 
both in terms of producing quality data and in the usefulness of the analysis in 
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relation to the research question. Pilot semi-structured interviews, were carried out 
to evaluate the schedules, in terms of appropriateness of - 
Language: Were the respondents able to understand questions without 
additional information? 
If probes were necessary, were they sufficient to 
refocus/illuminate the question? 
Content: Were all topics/questions relevant to gather the data required? 
Could any questions be omitted? 
Did the topics/questions produce the data required, i. e. was 
the response content relevant and in line with expectations? 
Were additional topics/questions/probes required? 
Order: Should there have been any regrouping or re-ordering of 
topics? 
Target population: 
Could the schedule be used effectively with all interviewees, 
in view of their training/qualifications/experience? 
Audio-recording the interviews (with the interviewees' permission) enabled the 
production of verbatim transcripts, which were then sent to the respondents for 
validation and permission to include in the research study. The verbatim 
transcripts also allowed a thorough analysis of the content. As stated by Moser 
and Kalton (1971) - 
"The point of informal approach is to obtain a more complete 
picture of ... a person's attitude than a 
formal interview would. 
If this gain is not to be sacrificed, the analysis must retain a fair 
amount of detail ... " (p. 301) 
In terms of analysis, `theme' analysis was employed (OU, 1996a), whereby, 
through careful scrutiny of the data, it was possible to identify a set of categories 
that were relevant to the focus of the study. Once this set of themes had been 
63 
identified, it was possible to code and allocate further data to the categories, to 
facilitate the emergence of new themes, the clarification of old ones and 
development of relationships amongst the categories (OU, 1996a). 
Case studies 
Case studies were compiled that evidenced collaboration or lack of it by those 
involved in corporate parenting, particularly focusing on the role of the designated 
teachers in the sample schools. In my role as Teacher/Advisor for Looked After 
Children for Shiretown, I was involved in liaising with schools, social workers 
and carers to attempt to resolve educational difficulties experienced by any of the 
young people in the care of the Borough Council. In line with social work case 
recording, these interventions were recorded on the case file on the next working 
day, if that was practicable and possible. For social care purposes - 
"The use of information required for recording the facts and 
events of children's lives, for assessing the needs of children 
and monitoring their developmental progress is fundamental to 
good, safe practice and better outcomes. " (Every Child 
Matters, 2006, p. 1) 
The case studies reported in this research were compiled and presented from the 
case notes. 
In terms of research, case studies can present difficulties in reliability and validity. 
The reliability of research - consistent findings if the study were repeated - does 
not ensure validity. Yin (1994) suggested that the overall quality of a case study 
report is related to the overal quality of the study. He suggested that this could be 
achieved by allowing participants and informants in the case to review the report. 
The case notes, from which the reports are derived, are on the client case file, 
which is managed by the caseholding social worker. In addition, the case notes 
relating to collaborative practice would be sent to the designated teacher. 
Therefore, two of the participants/informants review the notes. It should also be 
remembered that social care case notes have to be a factual account of the event, 
with some interpretation and analysis (Kagle, 1983). The audience for these notes 
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does not only include other social care workers but a client can have access to 
their file and recordings may need to be made available to the Court service for 
the purpose of Care Proceedings. 
The use of these case studies is justified in that with case study research, the 
quality is improved by incorporating a wide variety of sources (Yin, 1994), so that 
the study's findings are - 
"... based on the convergence of information from differenct 
sources, not quantitative or qualitative data alone" (Yin, 1994, 
p. 91) 
with each element providing a measure of the same phenomenon. 
Secondary data 
Quantitative data were collected which identified the educational achievement of 
Shiretown's looked after population. This was in the form of the statistics required 
by the government on national examinations/tests. Data was also collated relating 
to individual pupils' attitudes to education, indicated by attendance, periods of 
exclusion, etc. Throughout the study period, for individual pupils in the research 
sample, recordings were made of critical incidents/episodes in their school lives, 
particularly in terms of collaboration/co-operation between those involved in 
corporate parenting, focusing on the role of the designated teacher. 
Ethical considerations 
In the research design, there were considerable ethical issues that needed to be 
addressed. Dockrell (1988) outlined the ethical considerations in relation to 
customers, colleagues, community and, for the subjects, on the questions of 
honesty of intent and confidentiality. More specifically, The British Psychological 
Society had produced guidelines on "Ethical principles for research with human 
subjects" (2000), which covered such issues as the psychological consequences for 
subjects of the research; deception concerning the purpose of the investigation; 
encroachment on privacy; confidentiality; care needed when research involves 
children, etc. 
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Specifically on the question of consent, The British Psychological Society advised 
that - 
"Whenever possible, the investigator should inform all 
participants of the objectives of the investigation. The 
investigator should inform the participants of all aspects of the 
research or intervention that might reasonably be expected to 
influence willingness to participate. " (2000, p. 8) 
The British Psychological Society advised that consent should be obtained from 
parents where research involves any person under 16 years of age. Parental 
responsibility for looked after children remains with natural parent(s) if a child is 
voluntarily `accommodated' and can be shared between natural parent(s) and 
Social Services if the child is on a Care Order, unless the court has refused 
parental contact. The Children Act (1989) and "Working Together" (DfEE/DoH, 
1997) recommended that parental consent be sought for information sharing. 
Social Services obtains consent to share educational information between schools 
and the department. For the purpose of interviewing children/young people for 
this project, information was sent to both natural parent(s), unless the child was in 
an adoptive placement, and foster/residential carers. With looked after children, 
there can be difficult relationships between natural parents and social workers and 
a low response rate could result if written permission is sought. To overcome this, 
specialist legal opinion advised that implied permission could be assumed if there 
was no objection. The young people to be included in the case studies were 
approached for permission; similarly with the adults. This was done by writing to 
the individuals and then following up with a telephone call. For the young people, 
a copy of the letter was sent to the carer, with the request that they give the young 
person the opportunity to discuss the request. This was done to facilitate 
understanding and/or to overcome literacy difficulties. In addition, the carer could 
advocate for the young person and inform the researcher if s/he did not wish to be 
interviewed. 
For the young people and the adults involved in the research study, it was essential 
that confidentiality was respected. To achieve this, it was necessary to disguise 
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individual persons and institutions by the use of fictional names, depersonalising 
the cases or fragmenting the data. Interviewees were assured that this would be 
done, to prevent their identification. 
Del Busso (2004) commented that many looked after children and young people 
may have experienced circumstances in which they had been disempowered. 
Therefore, it is essential that research does not reproduce experiences of 
disempowerment. The ideal is to create a research relationship with the young 
people where power is distributed equally. Whilst this may be difficult to achieve, 
the researcher should create conditions in which participants are validated and 
treated with respect. To facilitate this - 
"... the researcher's primary role is to be explicit and reflexive 
about their own positioning, the interview encounters, 
interpretation and analysis ... " (Del Busso, 2004, p. 
9) 
Del Busso (2004) felt that the aim of collecting service user feedback was to 
empower them and listen to their perspectives in order to develop better services. 
She felt that qualitative interview methods were particularly suited for this purpose 
for several reasons but particularly because "qualitative interviews have the 
potential for `giving voice"' (2004, p. 7) and, thus, empowering the respondent. 
This view may be somewhat idealistic, in that improvement may not be an 
immediate result of research. There is also a valuable role that research can fulfil 
in increasing understanding, which is a prerequisite for, but not necessarily an 
implement of, changing circumstances. 
During the research, I was aware of the ethical implications for this group of 
vulnerable young people and those professionals working with them and adhered 
to all the considerations outlined above. 
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CHAPTER 4 
RESEARCH STUDY : INITIAL PHASE 
Sample selection 
My post as Teacher/Advisor for Looked After Children enabled me to have access 
to information about Shiretown's looked after young people and access to the 
schools that they attended. In selecting the schools to be included in the case 
studies, I examined the educational provision for Shiretown's looked after 
population. In 2002, Shiretown's cohort (90) of looked after young people of 
statutory school age were pupils at the following categories of schools/educational 
placements (numbers shown): 
A. Mainstream primary schools (33) 
B. Mainstream secondary schools (26) 
C. LEA day special schools (16) 
D. LEA residential special schools (2) 
E. Independent residential schools (6) 
F. Alternative educational provision (education of children 
other than at school) (14) 
G. Further education colleges (3) 
Whilst there were some difficulties in maintaining the placements of young people 
in primary schools, it was unlikely that any primary school had more than one 
looked after young person from Shiretown Borough Council, unless there was a 
sibling group. Additionally, the secondary school years appeared to be more 
difficult in terms of looked after young people achieving at levels appropriate to 
their age (DIEE/DoH, 2000) and in preventing educational placement breakdown. 
In view of this, I decided to concentrate my study on secondary provision. Given 
that this research was on a small sample of schools, concentrating on the 
secondary sector would not introduce another variable, i. e. differences in primary 
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provision. Therefore, it seemed reasonable to base this study on the following 
schools/education provision - 
(i) Two designated teachers from mainstream secondary schools. 
(ii) Two designated teachers from special schools. 
(iii) One designated teacher from alternative educational provision 
(education other than at school [EOTAS]). 
For a short description of the individual schools see Appendix 2. 
Start of study period (Spring/Summer 2002) - perceptions of designated 
teachers and social workers 
Semi-structured interviews with designated teachers 
It was decided to use semi-structured interviews as the method of collecting data 
from this sample of designated teachers, to determine perceptions about - 
i. the difficulties in education experienced by the young people for 
whom they had responsibility; 
ii. how to effect improvements in their educational experience; 
iii. examples of effective collaboration, by those involved in corporate 
parenting, in which they had been involved; 
iv. barriers to effective collaboration; and 
v. ideas on establishing an effective framework for collaboration. 
The intention was that information from these interviews would highlight the 
difficulties that existed for schools, in working in co-operation with others 
involved in corporate parenting, to indicate where this had been successfully 
achieved and to explore ideas for future improvement. 
This part of the research was an essential starting point in addressing the first two 
research questions that explored the establishment of multi-agency co-operation 
and the role of the designated teacher in engaging schools in corporate parenting. 
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The need for establishing frameworks to facilitate effective multi-agency working 
had been highlighted (Atkinson et al., 2002; Holman and Arcus, 1987). Also there 
was some recognition that the success of such working could be achieved by 
committed individuals or `champions' (Atkinson and Kinder, 1999). The 
interview script was designed to capture the views of the designated teachers on 
these topics (see Appendix 3). 
To pilot the interview schedule and to explore whether or not the issues of having 
looked after pupils on roll was different for primary schools, it was decided to 
interview a primary designated teacher. Whilst this difference in provision could 
have resulted in the pilot not being tested for suitability for secondary designated 
teachers, it was felt that the general areas of discussion would not generate a 
discrepancy. If the pilot did show contextual differences in the primary and 
secondary schools experiences, the research may need to reflect this. The primary 
school selected was one that appeared to be representative of those who had 
looked after pupils on roll, in that the school had two pupils - one from Shiretown 
and another from another local authority. The designated teacher in the sample 
primary school was approached to test the interview schedule. 
Following the pilot interview, it was felt that the schedule was effective in respect 
of the language used, the order and the appropriateness of the questions to the 
target population. From the preliminary analysis of the data derived from the 
interview schedule, it appeared that it resulted in some valuable and interesting 
information. Therefore, as the pilot interview did not result in any changes to the 
interview schedule, the process for undertaking the interviews followed the same 
format for all of them, as described below. 
Each of the six prospective interviewees (pilot and five sample designated 
teachers) were approached to seek their agreement to participate in the research. 
The author had met all of them before in a professional capacity and felt that it was 
important to be honest and open with them. Therefore, it was explained that the 
interview that was proposed was not part of a professional role but as part of an 
external course of study although it would, of course, inform work practice. All 
six designated teachers agreed to be interviewed and for the interviews to be 
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audio-recorded. One-hour appointments were made for each interview, which 
were arranged to be totally separate from any contact that the author had with them 
in a professional capacity. This was done to minimise the distortion of their 
responses due to their reaction to the professional role. All of the interviews were 
undertaken at the work bases of the interviewees. 
As recommended in The Methodology Handbook (OU, 1991), to minimise the 
intrusiveness of an audio-cassette recorder, the technology was kept simple and 
unobtrusive by using a small, battery-operated, cassette recorder with a built in 
microphone. Whilst it was recognised that, with this sort of machine, quality of 
recording would be lost, it was felt that it was important in terms of eliciting 
honest and open answers from the respondents. To overcome the difficulties with 
transcription from a potentially poor recording, detailed field notes were taken 
during the interview. This also enabled details of any significant non-verbal 
communication to be noted, that would not be available via the audio-recording. 
The interviews were conducted as planned. Some difficulties were encountered 
with the audio recordings, as detailed below: 
" Interview with CH: The audio recorder failed to record a large 
part of the beginning of the interview. 
9 Interview with JP: Failure to notice that one side of the cassette 
was full and, therefore, a part of the interview was not recorded. 
This was corrected for the last part of the interview. 
For both of these interviews, the field notes became invaluable. 
A schedule had been devised for the semi-structured interviews, consisting of eight 
topics together with probes designed to illuminate the question, to refocus the 
discussion or extrapolate the information being sought. Although the interviews 
followed the schedule, the author amended it particularly in response to the 
interviewees' comments, e. g. as a result of getting an unexpected answer or 
following up some interesting line of discussion from the interviewee. Whilst this 
obviously impacted on consistency between the interviews, it was felt that this 
followed the tactic employed by Nias (1991), where she commented that: 
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" ... (I made) the question sound as natural as possible, since 
I believed the interviews were likely to yield maximum 
information if they resembled open-ended conversations. So, 
I altered my wording to suit the circumstances of the 
individual or the topic under discussion and did my best to 
introduce my query smoothly into the flow of the talk. " (p. 
134) 
Following the interviews, typed verbatim transcripts were produced. To obtain 
respondent validation, in terms of their accuracy, a copy of their interview was 
given to the interviewees, requesting that they sign it to confirm that it was a true 
representation of the interviews (OU, 1996a). Additionally, this process sought 
permission for the author to use the material in the research project. This was in 
line with Dockerill's (1998) comments that all concerned in the research process 
must have a chance to read the material before it is published, even if individual 
persons or institutions are disguised (OU, 1996b). Although he was less clear 
about whether- 
" ... they also have the right to require the removal of any 
material about themselves to which they object even if this were 
to weaken the report to the point of rendering it valueless" (OU 
1996b, p. 63) 
In the event, all six respondents signed the transcripts as a true representation of 
the discussions, without any alteration or deletion and gave their permission for the 
material to be used. Therefore, the author did not have to decide whether the 
interviewees had this `right'. 
Findings 
The interview schedule was designed after reviewing the literature on the topics 
impacting on the education of young people in public care. Therefore, themes to 
explore in the interviews had already been identified. Having obtained accurate 
transcripts of the interviews, the next stage was to attempt an initial analysis in 
72 
terms of identifying the major themes emerging from them. This was undertaken 
by a preliminary and primary analysis, where the data was examined - 
"... highlighting certain points in the text and making 
comments in the margins to identify important points, note 
contradictions and inconsistencies, common themes 
emerging, and so on. " (OU, 1996a, p. 103) 
The six scripts were annotated accordingly (for an example, see Appendix 4). 
From the annotated scripts, it was possible to identify that there were obvious 
areas that related and overlapped and the next stage was to identify these and then 
construct a method to summarise the data. A table was constructed to enable the 
data to be marshalled behind the categories and sub-categories (see Appendix 5). 
From this tabulation is was possible to identify the following major themes, which 
aligned with the interview schedule: 
1. Insight into needs/difficulties of children in public care 
(CiPC) 
2. Understanding of other professionals' roles/difficulties 
3. Examples of previous co-operation 
4. Opportunities and desire to work collaboratively/share 
information 
5. Mechanisms and framework for information sharing 
The following section is a descriptive analysis of the data. 
1 Insight into needs/difficulties of Children in Public Care (CiPC) 
Only two of the designated teachers directly indicated an understanding that the 
difficulties in education experienced by these children pre-dated their episodes in 
public care - 
[In relation to attendance difficulties] "... in the past they 
haven't and, I think that certainly impacts on their learning, 
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when perhaps with their parents or with whoever they were 
with beforehand, they weren't actually getting regular access 
... " (JP, 2002) 
[In relation to parenting] "These kids have had power put on 
them - used on them - but inappropriate power. ... 
[The] 
homes are different ... that is why the children are like this ... " 
(EL, 2002) 
However, a further three had some insight into the difficulties experienced by 
children/young people in the care system. There was recognition that, not being 
able to remain in the family home, could result in young people feeling rejected 
which could subsequently impact on their self-esteem - 
"Looked after children come in with low expectations of 
themselves and low self-esteem. ... One of the 
bits of 
disaffection is that they feel that people don't care about them. " 
(JP, 2002) 
"Establishing positive relationships in lives where so many 
relationships had broken down, leaving them feeling rejected. " 
(CH, 2002) 
One of the designated teachers had definite perceptions about cross-cultural care, 
which was identified as contributing to a young person experiencing `an identity 
crisis about background', which led to confusion as to "who she was". (CH, 2002) 
Two of the designated teachers (SG and ZL) identified that poor parenting and 
admission to the care system could leave the young people without a significant 
person/role model in their lives, both to value education and celebrate their 
achievements - 
" ... they are disadvantaged. ... they do not 
have an anchor 
point ... they 
don't have, necessarily, all the role models that 
we require for accessing the full range of learning. " (SG. 2002) 
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"There is nobody going to go that extra mile with them, if their 
parents haven't. It takes a ... certain type of foster parent or 
carer of looked after to do that with them. " (ZL, 2002) 
SG (2002) highlighted the impact on the educational achievement of the looked 
after children/young people that these difficulties could cause by stating that - 
"... the emotional baggage they are carrying means that they 
can be varied in their studying. " (SG, 2002) 
She was linking this to the inflexibility of the traditional education system of 
GCSE and "A" level examinations, which she felt needed consistent application on 
the part of the students and would, therefore, disadvantage pupils who could not 
conform to this. This was reinforced by another designated teacher who cited that 
alternative curricula for Key Stage 4 pupils was working well in preventing young 
people from `dropping out' of education. 
Two of the respondents directly referred to the importance of education as a means 
of improving the life chances of young people - 
" ... not having education and no qualifications and all this 
lot but it is insult to injury, isn't it, because what is happening 
is that they are missing out on something essential that 
everybody else has ... it has to be valued ... " (ZL, 
2002) 
" ... education is a prerequisite if you are going to 
have 
serious earning power. " (SG, 2002) 
Given that regular attendance at school had been highlighted as a difficulty for 
looked after young people (DiEEIDoH, 2000), only two of the teachers mentioned 
the relationship between attendance and academic success. 
[In relation to young people in a children's home] "... get 
them to school ... we can't work out anything unless they are 
in school. " (EL, 2002) 
"... alI the latest research shows that every 10% of absence 
equates to a lower grade at GCSE. " (SG, 2002) 
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The only designated teacher for a primary school had experience that looked after 
young people were "getting to school" but she acknowledged that this "bucks the 
trend" (JP, 2002). 
2. Understanding of other professionals' roles/difficulties 
There was recognition that the designated teachers did not have a clear 
understanding of the roles of other professionals involved in corporate parenting or 
the systems that operated within children's homes or the Children and Families 
Division of Shiretown. (CH, SG, SB, EL, 2002). This could lead to difficulties in 
communication because of various activities undertaken by workers during the 
day, which resulted in teachers being available for liaison at a time when other 
workers were not. One of the designated teachers (SG, 2002) described it as 
`timetable versus caseload'. To overcome this, five of the designated teachers 
(CH, SG, SB, EL, ZL, 2002) identified that joint training was necessary to bring 
together the various professionals involved in corporate parenting, both to gain an 
understanding of the various roles and responsibilities but also to formulate a 
system for `joined up' working. 
3. Examples of previous co-operation 
In response to a direct question about whether they had experienced an example of 
positive co-operation between a social worker and/or a carer and their school, five 
of the designated teachers were able to identify at least one example of this, with 
two of them making several references to it. There were five examples of close 
liaison with carers, either foster or residential and examples of co-operation or 
`joined up' working with the social workers. 
All the cited examples of carers co-operating with the schools to facilitate a 
positive outcome for the young person, were from residential child care officers in 
children's homes. For one young person, whose behaviour was causing some 
difficulties in school, the carer accompanied the young person on a school 
residential holiday to ensure that the individual could be included and to manage 
the behaviour, to ensure that it was a positive experience (SB, 2002). The other 
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four were more general in mentioning ongoing co-operative relationships with the 
schools. 
For social workers, the examples were about supporting the school in - 
a) A disciplinary procedure (EL, 2002); 
b) A child protection issue (SB, 2002); 
c) An admission programme for a looked after young person (JP, 2002); 
d) Setting up a review meeting for the young person because the designated 
teacher felt that she had not got the time to contact everyone involved to set up 
a meeting (CH, 2002). 
Interestingly, the meeting that this designated teacher (CH) was referring to was a 
statutory review, which is a Social Services' meeting. For these review meetings, 
teachers may be asked to make a contribution but may not be invited to, unless the 
young person requests it. As such, it would obviously be a meeting that Social 
Services would organise. In fact, the social worker concerned was an agency 
worker who mistakenly involved the school and sent the minutes of the review to 
them. At this stage the school had not embarked on the Personal Education Plan 
meetings for its looked after pupils and mistook the statutory review paperwork for 
a Personal Education Plan! 
In terms of where either carers or social workers had been involved with the 
school, resulting in negative outcomes, one designated teacher (SB, 2002) cited - 
(i) Educational decisions being taken about a group of three 
looked after siblings by the carer, supported by a 
neighbouring LEA, without any consultation with the 
school. There had been no intervention from the social 
worker because the children were in an adoptive placement. 
Shiretown LEA had not intervened because the 
neighbouring LEA had assumed responsibility for funding 
the statements of these three children almost a year before 
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the adoption order was made and the young people became 
their financial responsibility. 
(ii) One social worker's participation had had a negative 
outcome. 
Another designated teacher (JP, 2002) felt that social workers needed to visit 
schools and demonstrate an interest in the education of looked after pupils. 
Two of the designated teachers (EL, CH, 2002) were very critical of the lack of 
support that the schools received from two children's homes. EL felt that there 
was not effective communication between the school and one particular children's 
home. She was also critical that the residential workers did not `parent' the young 
people in their care by imposing boundaries, sanctions, etc - what she described as 
the "positive tactics of parents". CH was critical because the staff at one home had 
not responded to a request from the school to collect a young person who was 
behaving inappropriately in school. This was an attempt by the school to avoid an 
escalation of the behaviour to a degree that necessitated formal disciplinary action. 
Unfortunately, the lack of co-operation by the home had resulted in the pupil 
remaining on the school premises and his behaviour escalating to the point where 
he assaulted staff and was given a fixed-term exclusion. 
4. Opportunities and desire to work collaboratively share information 
Although there was criticism and lack of understanding of other professionals' 
roles and responsibilities, four of the teachers (CH, JP, SB, ZL) recognised that 
there was a need for multi-agency co-operation to effect an improvement in the 
educational experiences of looked after children/young people. Five of the 
interviewees (CH, SG, JP, SB, ZL) expressed a desire to work collaboratively. CH 
(2002) expressed this as getting "a team together ... [to establish] a uniform 
approach". Five of them recognised the value of sharing information to- 
a) "... know the reason behind the change in behaviour. " (SG 
2002) 
b) avoid misunderstandings (EL, 2002) 
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c) provide "... a whole cohesive approach". (CH, 2002) 
d) open "... up the line of communication ... " (JP, 2002) 
e) "... make sure that the teacher concerned is aware of the 
background, is aware of the circumstances, is aware of 
potential problems that the child might be experiencing. " 
(SB, 2002). 
5. Mechanisms and framework for information sharing 
Given the difficulties they had experienced in sharing information with other 
agencies in the past, both in terms of what they were able to share and 
communication, several of the teachers (five and four, respectively) felt that there 
was a need for a framework for information sharing and also for communication. 
There was recognition that named people, both in Social Services and schools, 
would facilitate this but several of the respondents (CH, SG, EL, ZL) felt that the 
liaison needed to be incorporated into the existing structures of the school to 
ensure that it was facilitated and to avoid duplication of tasks. Both mainstream 
secondary designated teachers thought that the Personal Education Plans (PEPs) 
should be scheduled for initiating and reviewing at termly meetings, when a block 
of time (whole or half a day) would be assigned to this. Both of their schools used 
this system for Pastoral Support Plan meetings. There was recognition that the 
initial meeting might have to be scheduled separately to facilitate the 20-day 
completion timescale. Both of the secondary respondents acknowledged that, as 
designated teachers, they needed to have an overview of all the looked after pupils 
in their school but that they might not be the most appropriate person to undertake 
the work with individual pupils in terms of support, monitoring and PEP 
completion. These were the strategies that these two teachers felt would enable the 
tasks associated with the role of designated teacher to be undertaken effectively. 
Other issues 
Although there was not such consensus about the issues, the following were 
important points that came out of the interviews: 
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1. SG and ZL both mentioned that although schools wanted to be `inclusive' 
and work with other agencies to improve the educational experience of 
young people in public care, league tables militated against this - 
"Schools are not judged by how happy their pupils are or by 
the good behaviour of those pupils, they are judged by the 
standards - academic results. " (ZL, 2002) 
2. Lack of uniformity between local authorities for working with 
schools/designated teachers for the completion of PEPs, etc. and the 
difficulties of working with social workers from other authorities that were 
a long distance from the area where the child lived, i. e. out-of-authority 
placements. (JP, 2002) 
JP was concerned that looked after young people should be able to feel `normal' in 
school. She felt that, for some children, Personal Education Plans could make 
"them feel odd" (JP, 2002). She described what the school staff were being asked 
to do was treat looked after pupils as "normal with abnormal bits tacked on" (JP, 
2002). Another of the respondents concurred with this by recognising that looked 
after children "... want to be ordinary" (ZL, 2002). 
Ouestionnaire for social workers 
Government initiatives (DoH, 1998; DfEE/DoH, 2000) have required that social 
workers prioritise education for looked after children and co-operate with 
schools/education providers. To explore issues around co-operation between those 
involved in corporate parenting for Shiretown's population of young people in 
public care, it was decided to obtain information on the perceptions and attitudes 
of social workers relating to their views on education and issues around multi- 
agency collaboration. 
The group targeted, for this information, were Shiretown Borough Council's social 
workers who caseheld looked after children/young people of statutory school age. 
A questionnaire (Appendix 6) was designed to collect data on participants' 
perceptions and views relating to: 
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" The purpose(s) and definition of education. 
" The relationship between stability in school and care placement. 
" The role of social workers in the education of looked after young people that 
they work with. 
9 The importance of educational provision not being changed or, if it is, secured 
promptly. 
" The value of multi-agency working. 
9 The value of Personal Education Plans and arrangements for implementation. 
In addition the knowledge and experience of participants of the role of designated 
teachers for young people in public care was explored. 
In 2002, Shiretown's population of looked after children/young people were case 
held in five teams - 
1. Looked After Children's Team (children for whom the plan was 
medium to long term care or permanency); 
2. Family Support Team (children 0-11 years old, for whom the plan was 
rehabilitation to home); 
3. Adolescent Resource Team (young people 11-16 years old, for whom 
the plan was rehabilitation to home); 
4. Leaving Care Team (Care Leavers - 16+ years old); 
5. Disabled Children's Team (children/young people 0-19 years old, on the 
disabled register). 
The majority (63 %) of looked after children who were of statutory school age 
were case held by the Looked After Children's Team. This team comprised 9 
workers who caseheld looked after children/young people -7 social workers, 2 
assistant team managers. Whilst the numbers of looked after children/young 
people of statutory school age who were case held by the Disabled Children's 
(22%) and Leaving Care (7%) Teams constituted a relatively small proportion of 
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their work, it was felt important to seek their views to identify if there were any 
differences because the focus of their work with the individual young people may 
have been different. Within these teams there were only a few workers who 
caseheld looked after children of statutory school age (three in Disabled Children's 
Team; three in Leaving Care Team). Therefore, the total cohort of workers that I 
targeted for the collection of this data was 15. [The remaining looked after 
children cases (9%) were held by two other teams because the decision had been 
made that the care episode would be short and the young people would return to 
live with their natural families. ] 
The questionnaire primarily comprised closed questions, with the only opportunity 
to give open responses being where further information was needed, e. g. 
comments. For the closed, pre-coded questions, an answer frame was provided 
that offered multiple choice answer frameworks. To ensure confidentiality, 
respondents were not asked to provide their names (although the nature of their 
role was collected for the purposes of identifying differences in response patterns). 
The questionnaire was piloted with two workers from one of the teams not 
included in this part of the study. The workers both had a small number of looked 
after children of statutory school age in their caseloads. The questionnaire was 
piloted to ascertain if the respondents were able to understand the questions in 
terms of language and content, whether the questions gathered the data required 
and also the appropriateness of the order. Both respondents reported that they had 
no difficulty in understanding the questions or responding to them on the answer 
framework. Therefore, no revisions were made to the format of the questionnaire. 
The questionnaires were quickly completed by two of the teams, with the Disabled 
Children's Team workers needing `persuading' to undertake this task. This may 
have been due to the fact that the team had 50% unfilled posts. By undertaking 
some work for the team, it was possible to `trade' completion of the questionnaires 
by the three workers. To maximise the response rate, the questionnaires were 
administered as best suited the different teams, each of which had a different 
preference: 
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1. Looked After Children's Team: team members completed paper copies, 
individually and without discussion, during a `slot' in a team meeting. 
This is a practice adopted by the Team Manager when information is 
required urgently. 
2. Leaving Care Team: questionnaire sent, completed and returned 
electronically. Three questionnaires returned at intervals over a one 
week period. 
3. Disabled Children's Team: Paper copies completed and returned at 
intervals over four week period. 
There was an obvious `trade off' between uniformity in administration of the 
questionnaires and completion rate. However, the risks associated with this level 
of inconsistency are acceptable. (Moser and Calton, 1971) 
Analysis of data 
A descriptive analysis of the data was undertaken (see Appendix 7 for a full 
numeric summary of data). This was felt to be justified because- 
" The target group was very small and more detailed statistical analyses would 
be invalid due to underlying assumptions of sample characteristics. 
" This research study, whilst employing a mixture of methodologies, is primarily 
designed as a case study approach. 
Closed questions 
In exploring perceptions about the purposes of education, the majority of the 
respondents agreed that education was intended to increase knowledge (1315), 
increase employment opportunities (12/15) and socialise young people ('0/15) . 
Interestingly, in terms of socialisation two of the three workers from the Disabled 
Children's Team did not think that education had a role to fulfil. This finding 
could usefully be explored further by undertaking a semi-structured interview 
about their perceptions on the purposes of education for their client group. 
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Only just above half of the workers agreed with the statement that "Social workers 
can play a major role in the education of looked after young people". This belief 
was fairly uniform across the teams. The majority (13/15) thought that social 
workers must prioritise education when seeking foster/residential placements. 
This could be linked with the majority belief (11 workers) that young people being 
in school/educational placement was essential to care placement being maintained. 
In terms of the benefits from continuity in educational placement, more than three- 
quarters of the respondents believed that changing schools could have a 
detrimental effect on educational achievement. Just over a quarter were aware of 
the target time for securing an educational placement for a looked after young 
person. Unsurprisingly, therefore, only a fifth of workers agreed that they would 
not move a young person unless an educational placement had been secured. This 
aligned with the majority (12/15) belief that LEA officers should be responsible for 
identifying and securing educational placements. 
From their past experience, only three workers disagreed with the statement that it 
was difficult to liaise with some schools to seek information/request a meeting 
(half agreed). Conversely, the majority (twelve workers) thought that schools 
expect social workers to attend their meetings when there are difficulties. There 
was unanimous agreement that facilitating access to education is an activity which 
requires collaboration of all those involved with looked after young people and 
that `joined up' working practices could result in improvement in young people's 
educational experiences. All but one of the workers thought that there should be 
greater levels of collaboration. In terms of the time involved to achieve this, three- 
quarters felt that it was justified by positive educational outcomes for looked after 
pupils in some schools. However, a third of the respondents could also identify 
that for some schools the time involved in collaborative working was not justified 
by the outcome. Respondents were not asked to elaborate on their response but 
this could be usefully explored in future research. 
In exploring the role of designated teacher for young people in public care: 
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(i) Just less than half of the respondents agreed that all the schools they dealt with 
had designated teachers. None of the Disabled Children's Team agreed with 
this statement. 
(ii) Just less than half felt that the post had improved their experience of liaison 
with some schools. Conversely only a third felt that the post had not made a 
difference with some schools. 
(iii) Only one respondent felt that most designated teachers were committed to 
`champion' the looked after children in their school. 
(iv) Just over a quarter thought that designated teachers were aware of the general 
difficulties experienced by young people who are looked after. A further 
question indicated that the figure was the same for the general population of 
teachers that they work with. This aligned with the unanimous belief of the 
respondents that designated teachers would require training to enable them to 
undertake their role in an effective way. 
The majority of the social workers (13 of the 15) questioned believed that Personal 
Education Plans (PEPs) were important in terms of attempting to improve the 
educational experience of young people. However, they were not so clear on 
requirements in terms of Department of Health targets, timescales and 
responsibilities, in that - 
a) Just over half were aware that the Department of Health had targets on 
completion of PEPs; 
b) Six were aware of Shiretown's target times for sending information to a school 
to request a PEP meeting; 
c) Three were aware of target times for completing a PEP when 
school/educational provision was changed. Same number when a young 
person was brought into the care of the local authority; and 
d) Six thought that completion of PEPs was the responsibility of the school. 
e) Seven disagreed that the PEP could be effectively completed without a meeting 
of all those involved with the young person (one respondent thought it could). 
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Open questions 
Although respondents were asked to make additional comments about the 
education of looked after young people, none of them added any information. 
Discussion of findings in relation to questions, literature, methodology 
The majority of the designated teachers recognised the value of `joined up' 
working practices between those involved in corporate parenting to improve the 
educational experience(s) of children and young people in public care. This was 
reinforced by examples of collaboration/co-operation that had resulted in positive 
outcomes, for example, the residential holiday. Whilst there had been some 
negative examples, there was a majority commitment to collaborative working and 
establishing frameworks to implement this effectively. From the survey of social 
workers, there was a commitment to collaborate/co-operate with schools even 
though there was some degree of criticism that, with some schools, the amount of 
time necessary for this was not justified by the outcomes. However, there was the 
recognition that the educational experience of looked after young people could be 
improved by multi-agency collaboration. 
From the designated teachers, there was a recognition that different working 
practices hindered/impeded establishing effective collaborative working. The 
literature (Atkinson and Kinder, 1999; Coulling, 2000) identified the need for 
shared understanding and knowledge of other agencies' differing professional 
disciplines. The designated teachers identified joint training as a means of 
overcoming this barrier to effective collaborative/co-operative working. The 
social workers concurred with the view that the designated teachers needed 
training to undertake their role in an effective way. 
These findings directly relate to the research question: 
Can multi-agency co-operation be established to improve the 
educational experience of Shiretown's population of young 
people in public care? 
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The literature on multi-agency working also relates to the interviews, particularly 
on the following issues- 
a) Consideration of factors that inhibit or militate against `joined 
up' working (DfEE/DoH, 2000) 
b) Need for knowledge of different agencies' systems (Atkinson 
and Kinder, 1999) 
c) Need for committed individuals (Atkinson and Kinder, 1999) 
d) Wish to be involved in multi-agency collaboration, rather than 
being directed to engage (Atkinson et al., 2002) 
e) Communication difficulties (Atkinson and Kinder, 1999; 
Atkinson et al., 2002) 
One of the points that Henderson (2002) identified was that to establish an 
inclusive school it was essential to engage with other professionals in the 
community. Given that the ethos and culture of an inclusive school could develop 
an atmosphere of "belonging" which could facilitate the young person's sense of 
self-worth and confidence, the inclusion agenda would appear to be one that is 
relevant to improving the educational experience of looked after children. 
Henderson (2002) also believed that consideration had to be given to the 
curriculum. This would appear to be reinforced by the view of Cullen (2000a) that 
multi-agency collaboration was essential for developing the alternative curricula 
for Key Stage 4 to prevent disaffection for some pupils. Two of the designated 
teachers had perceptions about the difficulty for some looked after young people 
having to `fit into' the very prescriptive systems for GCSE and `A' level courses 
and the appropriateness of alternative curricula. It may be that schools with an 
inclusive ethos will provide the contexts that facilitate positive and meaningful 
multi-agency working (research question 2). Certainly, the literature on inclusivity 
and alternative curricula would seem to align with management of some of the 
behavioural difficulties manifested by looked after children, as a result of 
attachment disorders. 
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The Government's requirement was that designated teachers would `champion' 
looked after pupils. Atkinson and Kinder (2002) also suggested that committed 
individuals or `champions' were necessary for successful multi-agency working. 
Only one social worker of the 15 interviewed felt that designated teachers were 
committed to champion the looked after children in their schools. It would appear 
that designated teachers were not achieving/realising high profiles with some 
workers/teams. Interestingly, the Disabled Children's Team's experience, of not 
being aware that all schools had this post, aligned with the author's difficulties in 
engaging schools in Personal Education Plan completion. Special schools had 
been the most difficult to engage because they believed that the Individual 
Education Plans, they had for all their pupils, sufficed. 
From the analysis of the data derived from the interview schedule for designated 
teachers, it appeared to result in some valuable and interesting information in 
respect of the perceptions of designated teachers, both in identifying the need for 
co-operation between all the agencies involved in corporate parenting, the 
difficulties in achieving this and possible frameworks to implement `joined up' 
working practices. 
The Guidance on the Education of Young People in Public Care (DfES, 2000) had 
clearly identified that not enough priority has been given to the education of 
looked after children and that there needed to be `joined up' working by those 
involved in corporate parenting. The exploratory research with social workers 
would appear to indicate that while social workers were prepared to prioritise 
education, they were not aware of the major role that they could play in the 
education of the young people they worked with. Clearly training had been 
identified as essential for designated teachers. There would also appear to be an 
established training need for social workers in that they were not clear about 
procedures and timescales for information exchange, personal education plan 
initiation and completion and school placement. The questionnaire did not afford 
them the opportunity to identify training as a need for their own profession. 
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Evaluation of implications of initial study for research plans 
The initial part of the research highlighted some operational questions that needed 
to be addressed in the main part of this research study: 
" Given the demands on the teaching profession, how could training be delivered 
to enable designated teachers to understand the difficulties of looked after 
children and for this to knowledge to lead to actions that could be sustained? 
(Research q. 4) 
" Would the knowledge derived from training encourage the designated teachers 
to `champion' the looked after children in their schools? (Research q. 2 and q. 4) 
" How will the characteristics of an effective designated teacher be identified? 
(Research q. 5) 
" What are the conditions in which multi-agency working flourishes? (Research 
q. 1, q. 2 and q. 3) 
" What outcomes will be used to ascertain whether multi-agency working has 
resulted in improvement in the education of looked after pupils? (Research q. 3) 
The following chapter, reports on the intermediate phase of the research study, 
where case studies from the sample schools are examined. These operational 
issues need to be addressed in this section. 
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CHAPTER 5 
RESEARCH STUDY : INTERMEDIATE PHASE 
Case studies 
This chapter reports a sample of case studies from the schools in the study that 
indicate either effective collaboration or lack of it. They are reported 
chronologically to give an indication of whether there was an improvement over 
time. However, many of the incidents had long-term effects and these are also 
reported. 
Special L School : Trudy (February 2002--ý) 
Trudy had a statement of special educational needs for learning difficulties and had 
attended Special L. During Year 7, the foster carer had requested that 
consideration be given as to whether Trudy could be considered for transfer to a 
mainstream school. After consultation with all agencies it was decided that - 
0 In terms of learning, Trudy could be accommodated in 
mainstream. 
She had poor interpersonal skills and this often resulted in 
her being in conflict with her peers. 
0 She displayed some immaturity. 
The decision was made that there would be some work undertaken to gauge 
whether Trudy could make a successful transition to a mainstream school for the 
commencement of the following academic year. To facilitate this the following 
actions were identified as being necessary - 
a) Trudy to attend a mainstream primary school (Year 6) for one day per 
week in the first instance. This would be increased if it was 
successful. This was facilitated by the school's outreach teacher. 
Towards the end of the summer term Trudy was spending four days a 
week in the mainstream primary and one in Special L. 
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b) To improve her interpersonal skills with peers, Trudy should be 
included in a youth community group. The foster carer identified a 
local Girl Guide pack that Trudy attended. As well as the weekly 
sessions, Trudy had the opportunity to attend residential camps. 
Trudy made a successful transition to Mainstream A at the beginning of the 
following academic year. It was decided that because of her immaturity and poor, 
although improved, interpersonal skills, she should repeat Year 7. This allowed 
her to be in the same class as some of the pupils from the primary school that she 
had attended. This successful transition was as a direct result of excellent 
collaboration between social worker, designated teacher and carer and the 
involvement of multiple resources, i. e. the outreach teacher, Girl Guide pack and 
the mainstream primary and secondary schools. 
Special B School : Mark (March 2002) 
Mark was a Year 10 pupil with moderate learning and behavioural difficulties. 
At the time of his admission into care he had a place at Special L but had not 
attended for several months. He was placed in the authority's children's home 
and a meeting was arranged with Special L to organise a re-integration 
programme. Although Mark was involved in this meeting and appeared to be in 
agreement with the arrangements, he was not given a choice of alternative 
placements. In the event, Mark was permanently excluded from Special L on the 
first day of his re-integration programme. Although he had not appeared to be in 
opposition to a re-integration programme, this was almost certainly a deliberate 
act on his part to avoid school attendance. It was subsequently decided that he 
would be more appropriately placed in a school for pupils with emotional, 
behavioural and social difficulties and a place was secured for him at Special B. 
This school appeared to be able to meet Mark's educational needs, whilst being 
able to engage him in education. Certainly, when he visited the school prior to 
his admission, he was enthusiastic to attend. 
At the end of the first week in Special B, Mark and some other pupils were out of 
a lesson and annoying a member of staff, by refusing to comply to her requests 
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and taunting her. The member of staff hit out at the group and made contact with 
Mark, causing bruising. Mark refused to attend school the following day and 
cited the incident as the reason for this. The manager of the children's home 
made a formal complaint to the Headteacher. The Head indicated that the pupils 
should not have been out of the lesson and indicated that no action would be 
taken against the member of staff. As a result of this response, the complaint was 
then progressed through the LEA and subsequently the Head Teacher was 
instructed to take disciplinary action against the member of staff. 
Without judging the management of the situation, this incident indicates a lack of 
`joined up' working. Whilst such practice would not have prevented the injury to 
Mark, the actions following it should have been collaborative. As such, whilst 
the outcome for the member of staff may have been the same, Mark may have felt 
more valued and consequently not refused to attend school. Presumably the Head 
Teacher may have felt disempowered by being instructed by the LEA officer to 
take certain actions and this could have been avoided. At the very least, this 
designated teacher did not advocate for or undertake a corporate parenting role for 
this looked after pupil. It may be that the role of designated teacher is very 
different in a special school as against a mainstream school. This may be 
evidenced from any incidents recorded about pupils from Special L. This 
comparison would only show the situation in Shiretown, which may not be 
representative of other local authorities. This could be an area for further research 
to be undertaken to ascertain any differences between the role in different types of 
school. 
Mainstream C School/Education Other: George (Summer 2002--+) 
George was an unaccompanied asylum seeker from Kosova. He was 
accommodated in the local authority's residential children's home and referred to 
Education Other for immediate educational provision. Given the Government 
targets about securing educational provision for looked after pupils (DfEE/DoH, 
2000), this provision was the fastest to secure and thus met the 20-day target. 
George attended the pupil referral unit for a few weeks until his application had 
been considered for a Year 9 placement in Mainstream C. Subsequently, George 
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was admitted to this school. Mainstream C had good links with the LEA's 
Equality and Interpretation Services and had several pupils with English as a 
second language. The school was able to provide a mother tongue peer mentor for 
George. Although Mainstream C appeared to have the resources to meet George's 
needs, he attended for two days and then refused to attend further, stating that he 
found the groups too large, the behaviour too disruptive and the work too difficult. 
Social Services (social worker and teacher/advisor), the school (SENCo), the 
residential keyworker and George met to resolve this. As a result, a programme of 
re-integration was planned to facilitate George resuming attendance, commencing 
with part-time and gradually moving to full-time. Although this was achieved, 
George's attendance continued to be problematic with him achieving only around 
80% for Year 9. 
At the end of Year 9, the children's home closed and George was placed in a local 
foster placement. Although he was resistant to this move, he appeared to settle 
into the placement. The location of this placement facilitated George continuing 
his education at Mainstream C. By the end of the first half-term in Year 10, 
George's attendance at school had dropped to below 30%. Again a multi-agency 
meeting was arranged. At this meeting George stated that he would not return to 
Mainstream C. He found the teaching groups too large, the pupils too disruptive 
or the lessons too hard. The school had recognised that, if George was placed in 
the lower ability teaching groups, whilst he could access the teaching and learning, 
the behaviour of the other pupils in those groups tended to be disruptive. 
Therefore, George (in line with Shiretown's policy on asylum-seeking pupils) had 
been placed in higher ability groups. This had resulted in him finding the work too 
difficult. This was a difficult situation, in that neither of the options totally met 
George's needs in terms of levels of work and behaviour. He requested a move 
back to the pupil referral unit, where the group sizes were small. 
The designated teacher at Education Other recognised that, for some young people, 
group size could be problematic and that can be difficult to anticipate - 
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44 ... if a social worker 
does some one-to-one work with a child 
then that's fine ... that doesn't mean that they are going to 
be 
fine in a class with thirty. " (ZL, 2002) 
The decision was made that the school should fund a place for George at the 
authority's pupil referral unit, although links for him with the school should be 
maintained, i. e. he could access non-academic subjects, e. g. physical education. 
This was to facilitate a possible move back into mainstream, if he wanted this. 
Not only did George fail to access the opportunity to partake in non-academic 
subjects at the host mainstream school but he rapidly failed to access the provision 
from Education Other. After a one term period, when his attendance was below 
40% and he had displayed some inappropriate behaviour that resulted in a five-day 
fixed term exclusion, a Pastoral Support Plan meeting was scheduled. At this 
meeting it was decided that as George was not accessing the provision, it should be 
amended to provide four hours individual home tuition per week. This decision 
was based on - 
(i) To access 25 hours full time equivalent (fte), George had been placed in a 
group who predominantly comprised excluded pupils. There were 
significant behavioural difficulties with this group and George had been 
adversely influenced by this. 
(ii) George's attendance record was poor. The number of young people in 
public care who had more than 25 days absence in an academic year had 
to be reported to the Department of Health. George's attendance had put 
him in this reporting category. If he accessed the four hours of home 
tuition per week that he was allocated, his "attendance" could be reported 
as 100%. 
It would appear that to `manage' his behaviour and make him a statistically 
`successful' student, it was necessary to reduce his educational provision to a level 
where this could be achieved. Unfortunately, this was a management/statistical 
exercise rather than an improvement in his educational experience. This would 
appear to support the `solution' mentioned by Fletcher-Campbell and Archer 
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(2003), which benefited adults, rather than young people. For the adults, it was 
possible to `tick the boxes' for George being in educational provision and having 
an acceptable level of attendance, i. e. no more than 25 days' absence in an 
academic year. 
Mainstream C SchooVEducation Other : Zena (November 2002-*) 
Zena was a black African student who had arrived in Britain at the age of 10, to 
join her father, with whom she had never lived, nor had any contact. Social 
Services became involved when the school reported that there was the suspicion 
that she was being physically abused and neglected in the home. As a result of 
this, she had a short period in care and returned to the family home. However, she 
was taken into public care of the local authority during Year 9 and the plan was 
that she would remain in long-term foster care/supported lodgings until the age of 
18. 
During Year 10, the school raised concerns about her behaving inappropriately, as 
follows: 
" She was extremely rude to some members of teaching staff; 
" She was displaying bullying behaviour, particularly targeting one vulnerable 
pupil. 
The designated teacher had some general insight into the difficulties experienced 
by children/young people in public care and more specifically of why Zena was 
not accessing education and behaving inappropriately -- 
"[She was] disengaged through unhappiness and was 
transferring this discomfort on to other children. " (CH, 2002) 
Social Services (social worker and teacher/advisor), the foster carer and the school 
(SENCo and designated teacher) met several times, over a course of four months, 
to discuss this and implement and review a Pastoral Support Programme. 
Although several strategies were implemented, the school subsequently decided to 
give Zena a 15-day fixed term exclusion because of a serious incident of bullying, 
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involving a weapon, against the pupil that she had targeted. The Education Out of 
School Service had agreed that, for any looked after child who was excluded from 
school, an education package of 25 hours full-time equivalent would be offered, 
until reinstatement could be effected in the school where the pupil was on roll. 
Therefore, Zena was offered a place in one of the LEA's pupil referral units. 
Within the first week of being placed there, the parents of two pupils in 
Mainstream C contacted the school and police to complain about further bullying 
incidents of their children by Zena. As a result of this, the Headteacher of 
Mainstream C made the decision that Zena should not return to school. Social 
Services, the carer and Education Other liaised with Mainstream C and the 
decision was made that a Zena should continue to be educated at the PRU and that 
this placement would be funded by the school. Zena was in agreement with this 
arrangement and it was, therefore, not necessary to resort to disciplinary action for 
implementation. 
Zena settled well into the pupil referral unit. The small teaching groups appeared 
to suit her. The SENCo at Mainstream C School had thought that Zena may have 
some learning difficulties but, because English was her second language, had not 
attempted to have an assessment carried out. In Mainstream C, Zena had been 
placed in the low ability groups but had accessed very little learning. This may 
have been because she was not able to have the extra support that was available to 
her as part of a small group with a broad range of abilities in Education Other. 
The designated teacher of Education Other believed that - 
"... education needs to reach out to those children to engage 
them ... and to keep on 
doing it. ...... But I would 
like to be 
judged here by how happy our children are because th-the thing 
is that children want to come here. " (ZL, 2002) 
At Education Other, Zena was engaged in education and has said that she was 
happy there. The designated teacher at the pupil referral unit reported that Zena 
worked well and did not displayed any of the inappropriate behaviours that she did 
previously. Zena left Education Other in summer 2004 with three GCSEs and 
several other accreditations. It may be that the small teaching groups and 
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differentiated work that was available to Zena at Education Other met her 
educational needs in a way that the work presented at Mainstream C did not. It 
may be that Zena did have undiagnosed special educational needs, in addition to 
her difficulties arising from English being her second language. 
Mainstream C School : Personal Education Plans -Not! (Summer 2003) 
The designated teacher for Looked After Children at this school was also the 
deputy head (pastoral) and the Child Protection Officer. From the interview 
conducted with her, it was clear that she was committed to doing a good job in her 
role as designated teacher, evidenced by her comment - 
"You know if I want to do it absolutely thoroughly, what I want 
to do is be meeting with those children every week, want to be 
looking at their books, totally involved in, you know, their life 
... the role came to me because 
it fitted in well with what I do 
and it is a role that I would really love to do but because I am 
also being asked to do, you know, all the other things I really 
haven't got time I need to fulfil that role ... because 
it is a huge 
role in itself... " 
However, initially it had been hard to engage her in the process of arranging 
meetings for the completion of Personal Education Plans for the looked after 
pupils in the school. Her reluctance was because she was keen to make the whole 
process meaningful. 
" If it is not set up properly, it won't work and the children will 
really miss out ... and that upsets me, you 
know, I don't feel 
good about that. " 
At the interview meeting it had been agreed that the school would provide a venue 
for the PEP meetings on a mutually agreed date (all meetings to be held during a 
block session at six monthly intervals) and that Social Service workers would 
undertake the organisation of meetings, in terms of sending invitations to all 
interested parties and drawing up the plans and circulating the paperwork. This 
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was the format of the first of the block sessions during which Personal Education 
Plan meetings were held for three looked after young people. The meetings were 
extremely well resourced, in that the designated teacher had requested reports from 
each of the subject teachers for the young people and these informed the meeting. 
This gave a sound basis for short- and long-term target setting. Each meeting was 
of one hour's duration and a review date was organised. 
During the six month period between the initial PEP meetings and the first review 
meeting, another looked after young person was admitted to the school. The initial 
PEP meeting for this young person was held within the 20-day period and the 
review was booked to coincide with the block session for the other young people 
in public care on the school roll. Therefore, there would be four Personal 
Education Plan meetings on this date. 
About a month before the first review date, I had contacted the designated teacher, 
by e-mail, to request consideration of placement in the school of another looked 
after young person. I received no reply to this request. About a week before the 
agreed review date, I again e-mailed the designated teacher suggesting a `running 
order' for the four PEP meetings. I also e-mailed social workers and reminded 
them to invite carers and other interested parties to the meetings. I received no 
response from the designated teacher. 
On the day of the review meetings I arrived at the school, together with the social 
worker for one of the young people, at the time of the first meeting. Three- 
quarters of an hour after our arrival, the Headteacher informed me that the PEP 
meeting would not be happening because the designated teacher was undertaking 
an observation and could not leave this task. He told me that he thought that he 
had allocated too much work to the designated teacher and felt that she needed to 
delegate some of this. He thought that it was not the actual meetings that were 
causing difficulties but the preparation for them. It appeared that it was the 
designated teacher's desire to make the meetings meaningful and effective that had 
caused them not to happen at all. 
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A month later, I received a telephone message from the designated teacher, asking 
me to call to re-arrange the meetings. It took another few weeks for me to be able 
to contact her. At this stage, not only were the meetings substantially overdue but 
it was getting to be very near to the end of the summer term. The meetings were 
organised hastily and as a result carers and social workers were poorly represented. 
Whilst the information from the school was again very full and informative, there 
was not the collaboration in terms of multi-agency working that would have been 
achieved if the meetings had taken place on the original date, when there had been 
enough notice for social workers and carers to attend. 
Special B School : Colin (March 2003-*) 
The designated teacher for Looked After Children at this school was also the Head 
Teacher and the Child Protection Officer. 
Colin was a Year 11 pupil. He was involved in criminal activities, was known to 
the Youth Offending Team but had only received a final warning. Shiretown 
Social Services had a Full Care Order on Colin but he had lived at home with his 
mother for the previous two years, since having a lengthy exclusion from a 
weekday boarding school. The Care Order was due to be revoked and, when this 
had been done, support would have been offered to the family from the Adolescent 
Resources Team and/or the Leaving Care Team. 
Colin's mother was very co-operative with the school, responding immediately to 
requests for her to attend meetings. Colin was well settled in Special B. He had 
received 15 days fixed-term exclusions during the 18 months he was in school. 
This level of fixed-term exclusions was not unusual for pupils at this school. 
Colin and his mother lived in corporation rented accommodation. Also living in 
the house was his older sibling, the sibling's partner and their young child. Colin's 
eldest sibling lived with his partner and their child in a nearby house. Colin's 
mother was a registered drug addict, as was his eldest sibling. Colin's mother and 
both of his siblings had received custodial sentences for criminal activities, 
involving theft and threatening and/or violent behaviour. 
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Colin's behaviour was causing anxieties in the neighbourhood and the residents 
had been compiling a list of complaints against him, involving theft, threatening 
behaviour and other anti-social activities. As a result of this, the police and local 
authority Housing Department decided to consider issuing an anti-social behaviour 
order (ASBO) against him and evict the family from their accommodation. A 
multi-disciplinary meeting took place and the Headteacher attended. Most of the 
professionals at the meeting supported the notion of issuing the ASBO, as it was 
felt that the family would not change their behaviour. Social Services did not 
support this proposal as Colin and his mother had a good attachment and he would 
not have wanted to jeopardise their accommodation, given that it would almost 
certainly entail his being placed back in the care system. Social Services were of 
the opinion that if Colin and his mother knew that this was a likely outcome of him 
not changing his behaviour, he would attempt to change and she would have 
monitored this. Workers from Social Services' Multi-Agency Support Team 
would have organised a programme of activities and some work around behaviour 
modification. This would, of course, have been done in conjunction with the 
school to ensure that there was a consistent approach to him. Given that the school 
had acknowledged that Colin's behaviour had improved since his admission and 
that his mother was supportive of them, there was the expectation that the Head 
Teacher would support this delay of imposing the ASBO for a further attempt to 
bring about some improvement. In the event, the Head Teacher did not have 
anything positive to add to the discussion about Colin or his mother and voted for 
the ASBO to be progressed. 
Social Services did attempt to engage Colin in mainstream activities to prevent any 
further escalation of his anti-social behaviour in the neighbourhood but, without 
the lever of keeping the tenancy, neither Colin nor his mother saw any benefit in 
this. 
Whilst there were no guarantees that a combined intervention by the school and 
Social Services could bring about some change to Colin's behaviour during his 
out-of-school hours, a `joined up' approach should have been attempted to prevent 
Colin becoming another negative statistic for looked after children. This 
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designated teacher had been reluctant to work collaboratively with those involved 
in corporate parenting because he felt that he worked with Social Services, by 
virtue of the fact that a high percentage of the school's pupils had social workers - 
"It is probably why ... when I 
knew it [designated 
teachers/PEPs] was being set up ... I was a 
bit ambivalent in 
my getting involved in it because ... at that time to me 
it was, 
"I am doing this anyway"". (EL, 2002) 
Another factor that may have influenced the Head Teacher's reluctance to work 
collaboratively with Social Services, was that, in addition to the incident involving 
Mark (above), there had been another occasion in the previous year when the 
Department had made a complaint to the Education Department about a similar 
child protection incident that had occurred at the school, without correct 
procedures being adhered to. This complaint had also been upheld and the Head 
had been required to take appropriate actions. 
Mainstream H School : Wendy and Ian (March 2003--*) 
Wendy and Ian are Afro-Caribbean siblings who were fostered by a white couple, 
Rachel and John who were in their 50's. Wendy was due to transfer to Year 7 of 
Mainstream H School in September 2002. Her brother, Ian, was a Year 9 pupil at 
the school, so the designated teacher was aware of the care status and histories of 
these young people. The long-term male foster carer died a few days before the 
start of the Autumn term. Whilst he had been in poor health for some time, his 
death was unexpected. 
Care decisions were soon made, in that Rachel opted to continue to care, in a long- 
term capacity, for both young people. Therefore, their school placements were 
stable. Both young people appeared to adjust to life without the male carer. In 
fact, the family unit was unable to undertake some activities that they had 
previously been prevented from doing because of the ill-health of John. 
During the Spring term, Rachel announced her engagement and intention to re- 
marry in the summer. The new partner of their carer was known to the children 
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both from a local drama group and because he worked in the offices of their 
school. The new partner, James, had three teenage children a few years older than 
Ian and Wendy. This family group was White British. 
Wendy 
The designated teacher at Mainstream H contacted me, within a short time of the 
marriage announcement, to inform me that there had been a noticeable change in 
Wendy's behaviour, in that she was exhibiting bullying tactics and being defiant 
and rude to some teachers. Whilst this was not at a level that would usually 
warrant any other agency involvement, she felt that joint and early intervention 
could avoid an escalation. It was agreed that we would hold an early Personal 
Education Plan (PEP) review to bring together those involved in corporate 
parenting. Within seven school days the meeting was held. On this occasion there 
was recognition that Wendy had had a difficult period in her life. She was not 
enthusiastic about her carer's proposed marriage and openly dismissive of James. 
To reduce the opportunities in school for Wendy to have contact with James, it 
was decided that he would move to an office that was not open to view of students 
or visitors. Short-term targets were set to address the negative behaviours that 
Wendy was exhibiting. School would keep the carer regularly informed of 
Wendy's behaviour so that Rachel could reward improved behaviour and support 
school in dealing with inappropriate behaviour, e. g. ensuring attendance at 
detentions, etc. 
It was agreed that the school, Social Services and carer should liaise closely and 
meet regularly to review the situation re. Wendy's behaviour. The designated 
teacher felt that it would be more valuable if she delegated these tasks to the Head 
of Year 7 and Wendy's form tutor, as they would be dealing with the day-to-day 
situations and, therefore, have first hand knowledge. Meetings were organised to 
be held each half term, with the option to call an early meeting if there were any 
concerns. 
During the next two of these meetings, by combining our knowledge of Wendy, it 
was possible to put in place measures that were more effective in having a positive 
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outcome. For example, Rachel knew that Wendy did not like her form tutor but 
liked her Head of Year. She had been particularly disruptive in lessons with her 
form tutor, which resulted in her being sent to the Head of Year. In fact, this was a 
reward for Wendy rather than the intended punishment. With this knowledge, 
more appropriate strategies were implemented. By working jointly, there were 
several initiatives that were put in place to attempt to bring about an improvement 
in Wendy's behaviour so that she could access the curriculum more effectively - 
" The social worker organised bereavement counselling for Rachel and the 
two children. 
"A learning support worker from the Multi-Agency Support Team 
(MAST) worked in school to observe Wendy and undertake some in class 
support with her. 
" Shiretown's Teacher/Advisor has considerable experience in behavioural 
and emotional support and undertook some behavioural modification 
work with Wendy. 
" The MAST sessional worker -a black Afro-Caribbean woman - 
undertook some sessions with Wendy around cultural and ethnic issues. 
" The designated teacher had daily sessions with Wendy to discuss 
behavioural issues and give Wendy opportunity to discuss concerns. 
" Wendy and her brother were both included in an activities holiday that 
MAST organised. The purpose of this was two-fold in that both children 
would be away during the week before the wedding and, therefore, not 
involved in the last minute arrangements. Also the emphasis for the 
week, as well as having fun, would be on social skills. Three of the six 
young people on the holiday had been identified as having difficulties in 
establishing and sustaining appropriate peer relationships because of 
bullying issues. 
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Although Wendy still displayed some inappropriate behaviours in school, they 
lessened in frequency and intensity and Wendy began to take some responsibility 
for her behaviour, rather than blame others for inciting her. 
The designated teacher had been given a lot of information about the difficulties 
experienced by Wendy's birth parents, their poor parenting skills which resulted in 
the children being taken into public care and a significant placement breakdown. 
This has been imparted to her by both Rachel and more latterly John. In fact, on a 
`need to know basis' she had been given too much information. However, this 
information appears to have give her a greater understanding of the difficulties 
experienced by looked after children and the associated behavioural difficulties. In 
the start of study interviews, one of the designated teachers (SG) had recognised 
the importance of having detailed information - 
"... we don't always know that that incident has taken place or 
we don't know the reason behind the change in behaviour. " 
(SG, 2002) 
This designated teacher appeared to exhibit a desire to work co-operatively and 
collaboratively with those involved in corporate parenting and to welcome some 
cross-boundary work. Examples of this were by allowing behaviour modification 
work to be undertaken during school hours and by allowing Multi-Agency Support 
Team's Learning Mentor to reinforce this with in-class support sessions. 
In terms of collaborative working, Wendy was able to list all of those who had 
been involved in attempting to resolve the difficulties she had been experiencing at 
school. She felt that the involvement of so many people had been supportive and 
helpful. She identified the person in the role of designated teacher as being the 
person who had made the greatest difference. Wendy felt that this was because 
she had power because of her status as deputy head but also because she appeared 
to understand the difficulties that she was experiencing and genuinely wanted to 
help her improve her behaviour, so that she could continue and finish her 
education in the school. Wendy was not aware that there was the position of 
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designated teacher of pupils in public care nor that this person had that post and 
responsibility. 
Rachel felt that she had established a good relationship of working together with 
Mainstream A., from when she and her late husband had fostered another young 
person who been a pupil there. She felt that a mutual respect existed between her 
and the school. With Wendy, Rachel felt that it was a team effort to effect an 
improvement in her behaviour, with the carers refocusing her and supporting the 
school's targets. James working at the school was seen by Rachel as both helpful 
and difficult in that he had a role both as a carer and an employee. Therefore, the 
senior management sometimes withheld information from him about incidents 
involving Wendy. However, this was sometimes relayed to him by other staff 
members. 
Rachel felt that, in terms of whether Wendy responded better to a lot of 
intervention or low level intervention, it would be a dichotomy in that she would 
not want to appear `different' from others and Social Services involvement would 
indicate this. However, Wendy was very attention-seeking and, therefore, may 
have enjoyed the involvement of many people. 
Details of a semi-structured interview with Wendy are recorded later in this 
chapter. 
Ian 
Ian had had some behavioural difficulties in primary school, which resulted in a 
ten-day fixed term exclusion, followed by a period of part-time schooling. In 
secondary school, whilst exhibiting some behavioural difficulties, he had not been 
a high profile student. During Years 7 and 8, whilst there had been some incidents 
of inappropriate behaviour, there had not been any incidents that had warranted 
multi-agency intervention. In the Summer Term of Year 9, there had been a 
verbally and physically aggressive incident, which had resulted in Ian being given 
a three-day fixed term exclusion. This had resulted in him being excluded from 
the school for a significant number of the SATs. The consultation with teachers 
that resulted from this incident indicated that his behaviour had been increasingly 
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confrontational during this period. Two weeks after his re-admittance, Ian was 
verbally abusive and unco-operative with a teacher and this resulted in a further 
one-day exclusion. 
The carers suggested to me that Ian should have a managed move to a new school 
to give him a `fresh start' for Key Stage 4. They were particularly concerned that, 
in Mainstream A, the teaching group that he would be in (a low ability set) would 
include some pupils with disruptive behaviour and this would influence him. 
Whilst I consulted with the social worker on this proposal, my advice was that Ian 
was taking no responsibility for his behaviour and, therefore, did not demonstrate a 
desire to change that would have been necessary for a `fresh start'. If he continued 
to behave inappropriately in a new school, he would be more likely to be 
permanently excluded because the receiving school would have had no `history' or 
`ownership' of him. I also felt that James's knowledge of the pupils, derived from 
working at the school, had informed this decision. It would be likely that any low 
ability class at Key Stage 4 would contain pupils with disruptive behaviour. These 
would have been an unknown quantity in a new school. 
The designated teacher of Mainstream A. informed me that whilst Ian's behaviour 
had recently been unacceptable, she wished him to continue and finish his 
education at the school. She wanted to work collaboratively with carers and 
professionals to facilitate an improvement in his attitude and behaviour. This 
information was re-assuring to the carers who felt that the school did not wish to 
retain Ian. Ian also responded well to this and made the commitment to complete 
his education a Mainstream A. This resulted in a considerable improvement in his 
behaviour. 
For Ian, the episodes of serious breaches of school rules coincided with the 
enlarged family moving to a new property. In addition, Ian was made aware that 
he would be part of an alternative curriculum group at Key Stage 4, which whilst 
targeting core skills had a much more practical content than the usual GCSE 
courses. He viewed this as a `failure' and this impacted on his self-esteem. To 
attempt to improve this and maximise his achievement, the MAST Tutor/Mentor 
undertook some individual tutoring sessions with him. These sessions occurred at 
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the end of the school day, on the school premises. This was arranged because Ian 
disliked `intrusions' in his life and he felt able to engage with the tutor because she 
had no links with carers and her only liaison with school was when Ian wished it. 
For Ian, collaboration had to be low-key in that he did not want to be `different' 
from his peers and, therefore, did not want Social Services to have a high profile in 
meetings, etc. Therefore, much of the collaborative work occurred without Ian 
being present and him being consulted outside of the meetings. 
Details of a semi-structured interview with Ian are recorded later in this chapter. 
Education Other : Dan (May 2003-*) 
Dan was taken into public care at age 11 because it was felt that he posed a risk to 
his younger siblings. Towards the end of Year 7, the secondary school that he had 
transferred to (prior to being admitted into care) was finding his behaviour 
challenging and subsequently permanently excluded him. A residential placement, 
with education, was then secured for Dan at a provision that specialised in working 
with boys around the offending behaviour that he displayed. However, this 
provision broke down within a term. 
A place in a 3-bedded children's home was secured for Dan and he received home 
tuition via the local education authority's Education Other. This was felt to be 
progressing well and Dan was identified as an above average ability pupil. During 
this time there was regular liaison between Social Services and the Head of 
Education Other. As a result of improvements in his behaviour and his 
engagement in education, it was decided that Dan's education package should be 
aimed at his re-integration into a mainstream school during Year 9, to enable him 
to access the GCSE courses in Key Stage 4. This would involve Dan being 
included in teaching groups at the authority's pupil referral unit provision. 
Although Dan was positive about this plan, he subsequently assaulted the home 
tutor. Tuition was then rescheduled and Dan had to be accompanied by a care 
worker for all lessons. Attempts to include him in teaching groups resulted in 
disruption to lessons, complaints from other pupils and the threatened withdrawal 
by two parents of their children if he remained in the group. The decision was 
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then made that Dan should remain being educated by Education Other, with 
opportunities for a FE college link course in Year 10. 
The difficulties that Dan presented in any educational setting necessitated close 
liaison between Social Services (Teacher/Advisor for LAC and social worker) and 
Education Other (designated teacher), residential social workers and Dan's father, 
who was influential for Dan. At the start of Year 10, Dan was admitted to the 
local FE college for one day per week to studying engineering. Although 
academically he was succeeding, again his behaviour caused concern. The college 
felt that Dan was interfering with the learning of other students and undertaking 
bullying tactics to an extent where other students in the class had stated that they 
would not attend if he remained. Although Social Services offered the services of 
a learning support worker for all of the time he was in college, it was decided to 
withdraw the offer of a place on the course for him. 
Therefore, for the majority of Years 9,10 and all of Year 11, Education Other was 
the only provider of education for Dan. He continued to receive most of his 
lessons on an individual basis because of the disruption he caused to groups. 
However, Education Other continuously attempted to involve him with others, 
whilst assessing the risk of that. 
During the summer term of Year 10, Dan's place at the children's home was 
terminated because of the risk that he posed to the staff and other young people 
living in the home. He returned to live in the family home. His attendance at the 
pupil referral unit (PRU), where he received his education, became spasmodic. At 
one stage, Dan failed to attend the pupil referral unit for any lesson for a period of 
two weeks. After this, he telephoned the designated teacher and requested that his 
tutor travel to his home for the individual lesson scheduled for that day. The 
designated teacher decided that, rather than Dan miss another lesson, this request 
should be adhered to. The tutor went to his home on that occasion and the next 
day Dan attended the pupil referral unit. The designated teacher explained that, 
whilst he did not usually allow pupils to dictate the terms of their teaching, he was 
willing to accede to Dan's request in an attempt to re-engage him in education. 
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The designated teacher admits that he has not been able to offer Dan the education 
that he would have wished to, in view of his ability. He had to consider the impact 
of Dan's behaviour on the learning of others. However, he has never ceased to 
attempt to improve his provision by inclusion in groups or with one other pupil. It 
is the flexibility of the Education Other service that has been able to engage Dan, 
albeit often on his terms, and the ability of the designated teacher to separate the 
behaviour from the child. 
Details of a semi-structured interview with Dan are recorded later in this chapter. 
Special L School : Kristian (Summer 2003) 
Kristian was a Year 9 pupil who had moderate learning difficulties. He had 
attended a mainstream primary school but the decision had been taken that he 
required a special school placement for his secondary education. The placement in 
Special Learning had been extremely successful for Kristian. He was popular in 
school with teachers and pupils, enjoyed success afforded by the differentiated 
curriculum and the long-term foster carer, who had the ultimate decision on his 
secondary placement, believed that it was an appropriate placement for him. 
In the foster home setting, Kristian had been discovered initiating inappropriate 
sexual acts with considerably younger children. The second of these incidents had 
been reported to the police who had recorded the complaint but decided to take no 
further action on that occasion. To attempt to avoid any repetition of this, the 
following steps were taken: 
(i) Opportunities for further inappropriate contact minimised; 
(ii) Information shared on a `need to know' basis; 
(iii) Appropriate therapy arranged for Kristian to address his offending 
behaviour. 
Under items (i) and (ii) above, the designated teacher was informed of the 
incidents. This information enabled the school to be vigilant concerning contact 
Kristian may have had with younger pupils. In particular, there was concern 
109 
around his attendance at the after school club, given the less structured format of it 
and the inclusion of a wide age range of pupils. It was decided that Kristian 
should cease to attend the sessions until a fuller assessment could be made of his 
risk to others. 
However, the school were concerned that whilst keeping Kristian and all other 
pupils safe, he should not be excluded from all extra-curricular activities. Instead 
it was felt that measures should be put in place that would enable him to be safe 
and a part of the group. In particular, he very much wished to go on an army camp 
residential holiday organised by the school. The pupils would be sleeping in tents 
and it was felt that this would be difficult to monitor. The solution was for the 
school to work with the carer and Social Services. Kristian did attend the camp 
but, at night, instead of sleeping in the tents he went to a nearby caravan with his 
carer. This was funded by Social Services. Kristian was able to join the other 
pupils for all of the organised activities and only be excluded when it was not 
possible to safely monitor all movements. The other pupils were accepting of the 
stated reason for this of him needing to accompany the carer. 
In this scenario, it would have been easy for the school to have suggested that 
Kristian should not be included on the residential but, with accurate and full 
information, a risk assessment was able to be made that ensured the safety of all 
pupils. The decision to include Kristian was jointly made by the school, the carer 
and the social worker. This meant that responsibility was shared. Good corporate 
parenting was accomplished which resulted in a good outcome for Kristian and his 
fellow pupils. The designated teacher at Special L School is the Associate Head 
Teacher. She has a good understanding of the difficulties experienced by looked 
after children, and young people who had been subject to sexual abuse. 
Mainstream C: Lennie (July 2004-+ 
Towards the end of the summer term of Year 8, I received a telephone call from 
the Teacher in Charge (i/C) of the Asperger's Unit at Mainstream C. She informed 
me that Lennie had been verbally and physically aggressive to staff and the 
decision had been made to exclude him from school. It was necessary to remove 
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him from the school premises and neither the carers nor social worker could be 
contacted. I indicated surprise that there had been such a rapid deterioration in his 
behaviour since the PEP meeting (2 months' earlier). I was told that what was 
more significant was the deterioration in the relationship between the school and 
Social Services. The Teacher i/C informed me that she had requested a multi- 
agency professionals' meeting the previous day and the Social Work Team 
Manager and the Learning Support Team Manager had attended. I again 
expressed surprise that, as Teacher/Advisor for Looked After Children, I had not 
been included and was told that the assumption was that, since I worked for Social 
Services, the social worker would have invited me. The school was feeling totally 
unsupported by Social Services and were considering permanent exclusion. I 
agreed to resolve the immediate problem of removing Lennie from the school 
premises and facilitated this. 
It was subsequently decided that Lennie would be given a fixed term exclusion of 
ten days. I asked to be involved in the re-admission meeting and agreed with the 
Teacher in Charge that a member of my staff (Learning Support Worker) would 
undertake some work with him during the summer holidays, around behavioural 
issues. Lennie was included on a short residential holiday organised by my team 
and again behaviour and social skills could be focused on. 
At the beginning of Year 9, on his re-admission to school, the Learning Support 
Worker provided some in-class support for Lennie in the mainstream lessons that 
he found difficult. I also did some observations. At that time Lennie's behaviour 
was unmanageable and he was refusing to attend most of the lessons that he had in 
the mainstream setting. When he did, he was rude to both teachers and peers and 
disrupted the learning of others. He also demonstrated high levels of anxiety. At 
the end of the school day, he became calm and would apologise to the teachers to 
whom he had been rude. The social worker had only seen Lennie after school and 
so was unaware of his difficulties and how this impacted on his behaviour. My 
view was that Lennie was unable to access the provision, causing him high levels 
of anxiety that were manifested by his disruptive behaviour, and that consideration 
should be given to identifying an alternative specialist placement for him. When 
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the school had previously attempted to discuss this option with the social worker, 
he had been very resistant to this because he had no evidence that the placement 
was not able to meet his needs. This had resulted in the school feeling 
unsupported by the social worker and the consideration of permanent exclusion to 
facilitate the desired outcome for Lennie. With the involvement of MAST (both 
myself and the Learning Support Worker), as specialist workers for looked after 
children, our views were valued by the social worker. Following an early 
statement review, a place was secured for Lennie in a residential school for pupils 
with Asperger's Syndrome. Lennie settled well in the school and was soon 
achieving in line with his academic ability. 
Details of a semi-structured interview with Lennie are recorded later in this 
chapter. 
Conclusions 
A summary of the outcomes of the incidents is recorded in the table 5.1 below 
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All of these incidents demonstrate the positive benefits of multi-agency working. 
The two incidents that demonstrated a lack of collaboration (Mark and Colin) 
both had poor outcomes for the young people. Whilst there could be no 
guarantees that collaboration would have resulted in positive outcomes, the 
incidents recorded of effective collaboration all had positive outcomes for the 
individual pupils (Wendy, Ian, Lennie, Zena, Dan, Kristian, Trudy). What is not 
clear is whether the outcomes would have been different if only one agency had 
been involved. However, it is fairly clear that for Lennie, although the outcome 
may have been the same, i. e. change of provision, this would most certainly have 
been via the disciplinary route if Social Services had not been involved. This 
almost certainly would have damaged Lennie's self-esteem. Trudy's transfer to 
mainstream was initiated by the carer and there was no indication that any 
consideration had been given to this possibility by any professional involved. 
The outcome for George was less clear, in that it provided a solution for the adults 
at the expense of George's educational opportunities. However, the intention was 
to increase his educational provision if he engaged with his individual tuition and 
this subsequently occurred, so that in addition to the four hours tuition, he had two 
afternoons of activities as part of a group at Education Other. It may be that for 
him the positive outcome was that his behaviour was not allowed to deteriorate. 
The success of this can be evidenced by him maintaining his supported lodgings 
placement, that was at risk of being terminated when he was having behavioural 
difficulties at Education Other, as he was behaving in a similar way in that setting. 
The incident about the postponement of the PEP meeting is included to illustrate 
the need for designated teachers to have the time, as well as the commitment, to 
fulfil the responsibilities of the post (Fletcher-Campbell et al., 2004). In the initial 
interview, this designated teacher was concerned about the magnitude of post and 
the importance of "setting [PEP meetings] up properly". 
Whilst many professionals were convinced of the positive benefits of multi-agency 
working, the collaborative process undoubtedly involved larger numbers of people, 
than if the work had been undertaken by single agencies. For corporate parenting 
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to be effective, there appears to be a need for multi-agency collaboration and 
working. However, many studies had indicated that looked after young people did 
not want to be seen as `different' and that school provided an opportunity for 
normality (see, for example, DfEE/DoH, 2000; SEU, 2003). Therefore, it seemed 
necessary to attempt to ascertain the views of the young people who were 
subjected to corporate parenting. 
Perceptions of Young People 
"One of the reasons that the foster care research is confusing 
and insufficient is because it glosses over the children's 
perceptions. Much of the existing research on foster 
children's experience is based on adults' retrospective 
accounts, which are filtered by further years and memories. " 
(Finkelstein et al, 2002, p. 2) 
To gain the perceptions of young people around the contribution of corporate 
parenting to improve their educational experience, it was decided to interview 
seven pupils from four of the five schools involved in the project. At this time, the 
fifth school, Special B, did not have any pupils who were in the public care of 
Shiretown. The pupils selected were - 
Mainstream A Wendy 
Ian 
Mainstream C Lennie 
Nellie 
Special L Jack 
Education Other Dan 
Linda 
These young people were selected because six of the seven had experienced 
considerable difficulties in school, in terms of their inappropriate behaviour. For 
five of them, this had resulted in considerable multi-agency working to maintain or 
access placements. Nellie was included as a pupil who was achieving well, with 
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no reported behavioural difficulties. She was included to ascertain whether her 
perceptions of 'corporate parenting' were significantly different from those who 
had experienced multi-agency working as a result of their behavioural difficulties. 
Background 
Wendy and Ian 
Relevant details about the care and school histories of Wendy and Ian are reported 
earlier in this chapter, together with case studies. 
Lennie 
Lennie had been looked after by Shiretown Council for one year. Prior to this, he 
was cared for by a family member. This arrangement broke down because of the 
mental health problems of the carer but Lennie continued to have contact. Lennie 
had subsequently been placed in a long-term foster placement. 
Lennie had been diagnosed as having Asperger's Syndrome and attended a special 
unit for that disorder located in Mainstream C. Lennie was of above average 
ability but had behavioural difficulties, which made his placement in this specialist 
provision appropriate. Lennie accessed mainstream lessons and this was where his 
behaviour had been problematic. Details of an incident that resulted in a 10-day 
fixed-term exclusion are recorded earlier (pp. 110-112). 
Nellie 
Nellie was dual heritage, White/Asian. She had been taken into the care of 
Shiretown at the beginning of Year 6 because of poor parenting, due to mother's 
substance misuse. Nellie's older sister and brother-in-law were her carers. Nellie 
did not have any changes of school as a result of her becoming looked after and 
had completed Year 9, at the time of the interview. 
The school reported that Nellie was an average ability student, with a good attitude 
to work. She would be expected to achieve well in GCSEs and go on to further 
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and higher education, if she wished to. She had good interpersonal relationships 
with peers and teachers. There were no reported behavioural difficulties. 
Jack 
Jack had been removed from the family home when he was six because he and 
another sibling were deemed to have suffered abuse from an older sibling. Mother 
had made the decision that the older sibling should remain in the family home, 
necessitating the removal of the two younger children. 
Jack had a statement of special educational needs (SEN) for moderate learning 
difficulties (MLD) and attended Special L. Within the MLD range, Jack was an 
able student, who worked well. However, he had had occasional temper outbursts, 
which had caused concern for the school, in terms of the safety of other pupils. 
There had been a decline in the frequency of these as Jack matured but he had 
recently commenced counselling and this had aroused some anger in him that he 
found difficult to defuse. Jack had been given a one-day fixed-term exclusion for 
an outburst in the week preceding the interview. 
Dan 
Relevant details about the care and school histories of Dan are reported earlier in 
this chapter, together with case studies. 
At the time of the interview, Dan had been living with his mother for 18 months 
(on a Care Order), receiving regular respite care with one of Shiretown's 
Community Parents, i. e. a professional carer. Education Other had reported a 
marked improvement in his attitude and behaviour. He had been included in a 
university summer school organized by University of Southampton for looked 
after children. This had been a successful experience for him and he was 
expressing the desire to continue into further and higher education. 
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Linda 
At the time of the interview, Linda had been looked after by Shiretown Borough 
Council for three years, following the sudden death of her mother and a failed 
attempt by an older sibling to care for the family. Linda had been placed in long- 
term foster care some distance from Shiretown, which necessitated a change of 
primary school. This placement broke down due to health problems of the carer. 
Although she moved placements during the school summer holiday, the social 
worker had been unable to access her a Year 7 secondary place until several weeks 
into the start of the academic year. This was obviously not satisfactory, given that 
she had a different start date from the other pupils in her year group, and probably 
contributed to Linda steadfastly refusing to attend school, within weeks of 
commencing. This had resulted in a breakdown in the foster placement. Linda 
then had two placements in children's homes. In the first she continued to refuse 
to attend school, in line with the culture in the home. In the second, located some 
distance from Shiretown, two hours a day individual tuition was provided for her. 
A further foster placement was accessed during the school summer holidays and 
MAST workers negotiated a re-integration programme with Education Other and 
the Education Inclusion Team, to attempt to provide her with education, whilst 
aiming to re-integrate her into a mainstream secondary school during Year 8. 
However, the foster carer with whom she was placed, decided that she would 
attend mainstream immediately at the start of the academic year. The social 
worker did not challenge this. The carer was a retired special needs teacher. 
At the start of year 8, Linda refused to attend school and a very slow integration 
programme had to be devised for her. Some of her behaviour appeared to 
demonstrate some level of school phobia, e. g. having a panic attack in the 
reception area of the school. For the carer, there was no option but for Linda to 
attend school full-time. It appeared that the carer felt that she had failed if Linda 
was unable to accomplish this. Attendance was rewarded by expensive gifts. 
Linda's behaviour began to deteriorate and this resulted in her having frequent 
lengthy, fixed-term exclusions. It appeared that Linda had found a way not to 
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have to go to school, without having to refuse and face a confrontation with the 
carer. The carer was not informing Social Services of the dates of re-admission or 
pastoral support plan meetings. 
At the beginning of the summer term, Linda was extremely verbally aggressive to 
a teacher, which resulted in her being permanently excluded. From the report of 
the incident, it appeared to have been a deliberate act on Linda's part to obtain this 
outcome. Education for Linda was accessed and commenced within two days of 
this exclusion, even before governor ratification, both to minimize disruption in 
the placement and to prevent Linda becoming too entrenched in having no 
education. The foster placement broke down shortly after due to Linda making an 
allegation against the carer. Linda was placed in another Shiretown foster 
placement and so was able to continue to attend the pupil referral unit of Education 
Other. 
Interviews 
My post as Teacher/Advisor for Looked After Pupils for Shiretown Council 
afforded me the opportunity to have regular professional contact with the young 
people in public care of the authority. Of course, the post also gave me a level of 
authority which may have caused difficulties in choice for the young people I 
wished to interview, i. e. they may have felt unable to decline to be interviewed. 
Given that I also manage the multi-agency support team, I regularly undertake 
sporting/leisure activities and residential holidays with the young people 
(organised by the ActionSport Development Worker) to allow me to establish a 
positive relationship with them. I asked the social workers of all the young people 
identified if there was any reason why I should not approach the carer(s) to inform 
them of my intention to ask the young people if they would agree to be 
interviewed. As no difficulties were identified, I approached the carers. For 
young people living with relatives, I requested permission to conduct the 
interviews. Parental permission was sought, if the young person was voluntarily 
accommodated. With carers informed and appropriate approval obtained, I then 
approached the seven young people. I was careful to explain that they should not 
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feel any compulsion to take part in the interviews. For the two young people who 
had moderate learning difficulties, I was particularly mindful to establish that they 
understood what I wished them to take part in and that they should only do so if 
they wanted to. On request, all seven of them agreed to be interviewed. 
The interviews were conducted either in the carer's home or in a soft-furnished 
room at a council premises. Given that it was the school summer holidays, I was 
able to organise the interviews to occur during the day. Each interview lasted 
between 30-45 minutes. At each of the interviews, only the young person and I 
were present. The purpose of the interview was explained to each of the young 
people and their permission was gained to audio-record the interviews. All seven 
of them agreed to this. 
A schedule had been devised for the semi-structured interviews (see Appendix 8), 
consisting of seven topics together with probes designed to illuminate the question, 
to refocus the discussion or expand on the information that was being sought. The 
questions included in the script were designed to obtain information from the 
young people on their perceptions of 
" The difficulties that they have experienced in education. 
" How various agencies handled the difficulties that they had experienced. 
9 Areas where they felt they were succeeding in school. 
" How their social worker/carer could improve their educational experience. 
" What schools/teachers could do differently to improve the situation for looked 
after children. 
" Who involved in corporate parenting had made the biggest difference to their 
educational experience. 
Whilst the interviews followed the schedule, supplementary questions were used 
either as a result of getting an unexpected answer or following up some interesting 
line of discussion from the interviewee. 
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Analysis 
Semi-structured interviews were conducted with each of the seven young people. 
Having obtained accurate transcripts of the interviews the next stage was to 
attempt an initial analysis in terms of identifying the major themes emerging from 
them. This was undertaken by a preliminary and primary analysis, where the data 
were examined, notes made in margins and parts of the script highlighted. 
In line with the interview script, from the seven annotated transcripts, it was 
possible to identify some major themes, as follows: 
1. Difficulties in education; 
2. Satisfaction of handling of incidents by `corporate parents'; 
3. Satisfaction with support of corporate parents; 
4. Response to many people being involved in support network; and 
5. Identification of main supporter. 
A descriptive analysis of the data follows: 
1. Difficulties in education 
Six of the seven young people identified inappropriate behaviour as their main 
difficulty in education - 
"Fighting and this and that. " (Dan, 2004) 
"My temper lets me down. " (Jack, 2004) 
"Behaviour. Where shall I start? " [laughs] (Linda, 2004) 
"... in class -just normal expectations. Like what the teacher 
expects me to do and I won't do it. " (Wendy, 2004). 
Although the young people were aware that their behaviour in school was 
inappropriate, for some of them, there was a lack of awareness of reasons for it - 
"I get a bit silly and distracted by my friends. " (Wendy, 2004) 
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"It's just the way I am, I guess. (Ian, 2004) 
"It's just me. " (Linda, 2004) 
They appeared to think that it was a `given' and, therefore, not something that they 
could influence or change. However, three of them were able to put a contextual 
framework around their behavioural difficulties - 
" Both Lennie and Jack were the victims of bullying and some of 
their behavioural difficulties arose as a result of this - 
"At school, pupils asking me different questions about 
[carer] - asking me my personal business. So I used to 
get, erm, a bit angry and tell them to "Shut up! " and say 
nasty stuff. " (Jack, 2004) 
" For some of the others, there was recognition of reasons for 
their behavioural difficulties - 
"Following the wrong crowd. " (Dan, 2004) 
"I go to school all angry and upset and I take it out on 
others. " (Jack, 2004) 
For three of the young people, attendance was an issue. Both Linda and Dan had 
truanted and/or refused education. Linda identified the reasons she disliked 
school- 
"... being in a classroom with loads of people. I can't do that. 
There is something about it I don't like. " (Linda, 2004) 
Nellie's attendance difficulties had been pre-care - 
"When I was with mum I didn't hardly go to school because 
mum was a bit drunk and she didn't send me to school. So I 
got to go every other day or something. And it was quite bad 
123 
because - it was -I didn't really do quite well then. " (Nellie, 
2004) 
Not surprisingly, this impacted on her attitude to school - 
"I didn't really care. " (Nellie, 2004) 
Nellie had had very few difficulties in school since being looked after by her older 
sister and brother-in-law. The only occasion she could recall was when she was 
concerned about her mother's health, but she was no longer concerned because - 
"I now realise that mum actually lies about it -I just don't 
worry about it too much. Try and concentrate instead. " 
(Nellie, 2004) 
Nellie was probably able to rationalize this because she was in kinship care and 
thus able to discuss, with her sister, her relationship difficulties with mother, 
without feeling disloyal to her family. Given that her sister was considerably older 
than her and had the support of her partner, Nellie had presumably assessed that 
her sister could give her the support she needed to be able to voice these feelings. 
Nellie's sister was also supported by a Kinship Care Link Worker. 
Only Ian felt that he had any difficulty with learning, although both Dan and Linda 
acknowledged that they had gaps in their learning caused by poor attendance. 
2. Satisfaction of handling of incidents by corporate parents 
Six of the seven young people had exhibited behaviour in school that had 
necessitated multi-agency intervention, either in terms of meetings or support 
packages. Of the six, only two were happy with how the various agencies had 
handled the situation(s). Wendy admitted that although she had been reluctant to 
co-operate with the support provided - 
" ... at the time 
I really wasn't listening to anyone. I didn't 
think it was helping me but, after a while, I realised it was 
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helping me. And teachers were starting to say very different 
things to me than they were before. That's really good. " 
(Wendy, 2004) 
Wendy was alluding to teachers commenting on the improvement in her attitude 
and behaviour in the classroom. 
By her own admission, Linda deliberately behaved in a way to get excluded from 
school, so she accepted multi-agency meetings as inevitable. The four who were 
not happy with the multi-agency interventions gave different reasons for this - 
0 Ian disliked any social services involvement because he did not want to 
be seen as different, so his comment was - 
"Just leave it to the teachers. " (Ian, 2004) 
" Dan was critical of there being too many people involved - 
"Not all of them needed to be there. " (Dan, 2004) 
He acknowledged that various agencies needed to be 
represented but felt that there should not be two people from 
the same organisation and some people could just submit a 
report. 
" Both Lennie and Jack were critical of their social workers not 
responding quickly enough when the school notified them of 
difficulties - 
o "I think [social worker] could have been more 
involved. " (Lennie, 2004) 
o Jack was concerned because his carer had not received 
any support - "... because I went missing from 
school and they didn't have any clue where I was so 
[carer] was upset `cos I run out of school and she was 
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upset and obviously they phoned her - she needed some 
help ... " (Jack, 2004) 
Lennie was also very critical of the school for not implementing a system whereby 
he could leave the classroom if he was upset or angry, rather than his behaviour 
escalating to an unacceptable level. He said that this was one of the things that the 
Head of the Asperger's Unit had agreed to implement but had not done so. He felt 
that she had also not prevented him from being bullied or shared necessary 
information with other teachers - 
"... she says she will sort it [bullying] out, she should but she 
hasn't. " (Lennie, 2004) 
"... she said she would tell the teachers - all my teachers ... 
but she hasn't told everybody. " (Lennie, 2004) 
Given that Lennie had Asperger's Syndrome, it might not have been surprising 
that he would favour a system, e. g. a card to allow him to withdraw himself from 
class. However, his disappointment appeared to be that people had not fulfilled 
their promises, if not their responsibilities, to him. 
3. Satisfaction with support of corporate parents 
All of the young people felt that their carers gave them enough support for their 
education. Five of them felt supported, in education, by their social workers; Jack 
and Lennie did not. Six of the seven felt that the school was supportive. As 
previously mentioned, Lennie was critical. 
All of the interviewees were happy in their educational placements. Ian stated that 
he - 
"... did not like school but I know the importance of it" and 
that he "... would rather go to [Mainstream A] than any other". 
(Ian, 2004) 
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Dan and Linda had both been permanently excluded from mainstream schools and 
had truanting behaviour. At the time of the interviews, both were on roll of 
Education Other and their attendance rates were good. Both of them referred to 
teacher attention as being of importance to them: 
".. you can be one to one in lessons which means you can get 
more... attention - so like your needs can be met. The teachers 
ain't like they are at school ... 
because at school you have 
teachers who say something and then expect you to get on with 
it and if you are stuck they might help you but if it is something 
that they think you can do, they will expect you to get on with it 
and then check afterwards. At Education Other, they will help 
you more than what normal school would and give you more 
advice on what to do and if you miss something, they will go 
back on it, whereas in mainstream school you have got classes 
of 30, so if you miss something, they can't really go back 
because then everyone has to go back. So it means it gives you 
more time to learn what you need to know. " (Dan, 2004) 
"... basically because there is about five or six of you in a 
group and it is like ... better off than 
being in a class of 32, 
33 people. And the difference has been - like being in a big 
class, like you only get one person and with five or six of us, 
you get four people, like teacherwise, who help you out and 
stuff. It's like, say I am struggling with my work or 
something, one of the helpers will come over to me and like 
one of the boys are finding it difficult, they will still have like 
another member of staff to come over to them. " (Linda, 
2004) 
Bhabra et al. (2002) identified that Key Stages 3 and 4 pupils, who had missed 
significant amounts of their education, may benefit from special provision, rather 
than mainstream school. Both Dan and Linda were able students with good literacy 
127 
skills. For them it appeared to be a lack of patience in accessing help, when they 
required it, rather than special educational needs. This behaviour could be because 
they had insecure attachments that were manifested in seeking immediate adult 
attention. 
Linda also identified that she did not like changes of teachers - 
"'Cos like when you go up to secondary school, an' that, it's 
like you got more than one teacher in the class and I can't be 
doing with that -I can only sort of like - sort of like -I get to 
know one teacher and another one comes along - like supply 
teachers. " (Linda, 2004) 
She stated that - 
"... primary school was jokes ... I loved 
it ... I would give 
anything to go back to primary school. " (Linda, 2004) 
Although she attributed this to having one teacher for most subjects and one who 
she had a good relationship with, Linda's mother died when she was in Year 6. 
Therefore, for most of her primary school career, she was living with her birth 
family. Therefore, it was difficult to capture what had made primary school such a 
positive experience for her. 
4. Response to many people being involved in support network 
The interviewees were asked to comment on their experiences of the many 
meetings that were necessitated by their looked after status, e. g. personal education 
plan and statutory review meetings. Two of them disliked them - 
"I don't like it. " (Ian, 2004) 
"It is just irritating ... every single meeting - 
it is just the same 
all the time. " (Linda, 2004) 
Linda also felt that she was not listened to in meetings - 
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"It's like they go ahead and make all these decisions and stuff 
and they don't even ask me if this is alright for you, they just 
go ahead and do it. ...... 
They will be talking and stuff, and 
they are talking about you as if I weren't in the room. And that 
just pees me off. " (Linda, 2004) 
For Dan, the meetings were acceptable if only people who needed to be there 
attended. For the other four, the meetings felt supportive - 
"It feels okay. It feels like people are trying to help. " (Nellie, 
2004) 
"I am glad that people help me out. " (Jack, 2004) 
"It's alright. " (Lennie, 2004) 
"Yes, it is fine. That just means that more and more people are 
willing to help me. " (Wendy, 2004) 
5. Identification of main supporter. 
Young people were asked to identify the person who had made the most difference 
to their educational experience or given the most support. Of the seven young 
people, four identified their carer(s) and gave the following reasons: 
"'Cos ... they 
like help with homework and stuff, keep 
reminding me that education is really important because of 
getting a job when I am older. " (Nellie, 2004) 
"Because [carer] has been there all the time for me, even though 
I have put her through hell. " (Jack, 2004) 
"Because she has been the one that has always been there for me. 
... she would 
be straight there and she would help me out if she 
could. " (Dan, 2004) 
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"She has always, always been there. She is always at my 
meetings, she is never not at any of my important meetings and 
she is there to support me. " (Wendy, 2004) 
For these young people, their carers could have been the positive adult role model 
that Jackson and Martin (1998) identified as being significant in their study of 
educational high achievers. The remaining three identified various people as main 
supporters - 
> Ian identified Shiretown's Teacher/Advisor for Looked After 
Children. This would be in line with his thinking of leaving 
education to the teachers. 
> Lennie identified `Social Services' because - 
"That's what they are there for, isn't it? " (Lennie, 2004) 
He subsequently narrowed this to his social worker - 
... `cos really, when I think about 
it now, she is the only one 
who really understands how I feel. I don't know why but with 
[social worker] I think she understands how I feel. " (Lennie, 
2004) 
He had only been in care for a few months, whilst his social 
worker had known him longer than this. Therefore, in terms 
of length of time, she would be the most significant 
individual, although he had criticized her for lack of 
involvement in his latest exclusion. 
> Linda identified the Head of Year at her previous mainstream 
school. Linda had had a succession of carers and at the time 
of interview had only been in the foster placement for two 
weeks. Therefore, the Head of Year may have represented 
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stability for her. Those she identified as wanting more 
support from were: 
1. Her `step dad- a friend of her late mother who lived 
geographically some distance from her and only had very 
occasional telephone contact; and 
2. A former foster carer who lived 50 miles from her. This placement 
only ended because of carer ill-health. Again only infrequent 
contact. 
Linda was unable to explain why she chose these people as supporters but 
agreed with the hypothesis that they were people who cared about her but 
their geographical distance prevented them from being too involved. 
Linda had, by her own admission, behaved in a way to break down a 
foster placement, if the carer pressurised her to attend school (when she 
was in mainstream). Presumably the physical distance and apparent lack 
of regular contact of her `desired supporters' allowed her to avoid 
immediate realities, whilst nurturing an ideal. 
Conclusions 
From the analysis of the interview data, the following inferences may be made - 
(i) Young people who had difficulties in behaviour in an educational setting 
were able to acknowledge this but not always able to contextualise it. 
(ii) The seven young people interviewed all accepted that, because they were in 
public care, multi-agency meetings occurred and were necessary. It was 
the composition of attendees and/or they way they were conducted that 
there was some objection to. The following points arose as a result of 
this- 
a) Meetings that focused on a young person could make them feel 
different. Each young person needed to be informed of the purpose 
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of the meetings being held but should have had a choice as to 
whether they attended or could give their views and receive feedback 
outside of the meetings. 
b) The number of attendees needed to be kept to a minimum, unless the 
young person requested the attendance of specific individuals. 
c) If a young person was present at the meeting, they should be 
encouraged and supported to actively participate. 
Whilst these points would appear to follow good practice, there were 
indicators that it was not always occurring. The literature identified that 
school provided looked after young people with the environment and 
opportunities for `normality in their lives' (Fletcher-Campbell and Hall, 
1990). Multi-agency collaboration must be conducted sensitively to 
ensure that this is not impaired. The information from the interviews 
needed to be given to Shiretown's designated teachers and social workers 
to ensure that the meetings were more acceptable to the young person. 
(iii) Carers appear to be identified by the young people as the main advocates 
for their education. This would appear to support the findings of Harker 
et al. (2003), when they surveyed young people about who most 
supported their education. Training for Shiretown's carers needs to 
convey this message and encourage them to embrace this role. 
(iv) There was no obvious difference in the perceptions about corporate 
parenting with the young person who did not have any identified 
educational difficulties. 
The interviews also highlighted examples of professional behaviour that assisted 
the young people and contributed to them having more stability in their placements 
and should, therefore, be identified, nurtured and maintained to provide short- and 
medium-term benefits for them. Examples of this were identifying and accessing 
alternative educational provision for young people who were having extreme 
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difficulties in mainstream, which resulted in permanent exclusions. Whilst there 
was agreement that looked after young people were, if possible, to be educated in 
mainstream provision (DfEE/DoH, 2000), there was the recognition that some 
young people benefited from alternative provision (Bhabra et al., 2002). 
The drive for schools to become more inclusive, may make accessing small group 
provision easier in that this should be available in mainstream schools. However, 
as a consequence of this, it is possible that the separate provision that traditionally 
provided small group provision, e. g. pupil referral units, may be phased out. 
However, those involved in corporate parenting should ensure that the individual 
needs of each looked after child are considered and prioritised and that appropriate 
provision should be a principal consideration. 
Conversely, the interviews highlighted some professional behaviour that needed to 
be severely challenged, including - 
1) Fixed term exclusions being used regularly to attempt to change 
inappropriate behaviour. 
2) Permanent exclusions from specialist provision being used for 
vulnerable young people. 
3) Carers being allowed to make decisions in opposition to the 
views of the professionals, e. g. choice of school. 
For 1) and 2), schools should be supported by carers and other professionals to 
implement interventions that will facilitate change in the young person's 
behaviour. This should avoid exclusions, which may further reinforce the 
rejection that so many looked after young people have already experienced and 
which may further damage their self-esteem. In terms of 2), most specialist 
educational provision is independent of the state sector and, therefore, there is little 
recall if that provision decides to withdraw a place for a young person, i. e. 
exclusion. Therefore, it is essential to ascertain whether the provision can meet the 
needs of the young person and is able to manage the behaviour that it is seeking to 
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change. Social workers and local education authorities' special needs officers 
need to work closely to identify suitable placements. For 3), whilst the carer's 
wishes should be taken into account when identifying a school for an individual 
young person, if there have been particular difficulties, e. g. school refusal/phobia, 
the professionals should take the ultimate responsibility for choice. Link workers 
for foster carers should be involved in this, to attempt to ensure that the carer does 
not feel alienated by the process. 
The young people's perceptions on corporate parenting need to inform future 
professional practice, to facilitate a improvement to the educational experiences of 
Shiretown's looked after cohort. The next chapter records the final phase of the 
research study and attempts to ascertain, from designated teachers and social 
workers, their perceptions on whether, since the start of the study, there has been 
an improvement in collaborative working between these professionals. 
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CHAPTER 6: 
RESEARCH STUDY - FINAL PHASE 
End of study interviews 
Designated Teachers 
In 2002, semi-structured interviews were conducted with all five of the designated 
teachers in the sample. Given that Shiretown Borough Council delayed the 
implementation of the Guidance (DfEE/DoH, 2000) until early 2002, the 
designated teachers were very newly appointed, at the time of the interviews. 
Therefore, these interviews gave a good indication of their perceptions on the 
situation at that time, i. e. before the implementation of Personal Education Plan 
meetings and recommendations to social workers about their role/responsibilities 
in the education of looked after children. From the interviews, the following major 
themes emerged - 
1. Insight into needs/difficulties of children in public care (CiPC) 
2. Understanding of other professionals' roles/difficulties 
3. Examples of previous co-operation 
4. Opportunities and desire to work collaboratively/share information 
5. Mechanisms and framework for information sharing 
During the course of the study period, incidents in the five sample schools were 
reported that indicated the level of collaboration that had occurred, from the focus 
of designated teachers. Whilst these gave evidence of the contribution of the 
designated teachers to the corporate parenting of the looked after pupils in their 
schools, by re-interviewing them at the end of the study period, it was anticipated 
that it would be possible to capture their views on the effectiveness of 
collaborative working with social workers and carers and give indications of how 
this could be improved. 
Four of the five of the previous interviewees were still in post in the sample 
schools and undertaking the role of designated teacher for Pupils in Public Care for 
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their respective schools. The fifth (JA) had undertaken the role in another school 
in the same local educational authority before transferring to Mainstream A. 
Following previous practice, a schedule was devised for the semi-structured 
interviews that contained eight core topics (see Appendix 9). In addition, the 
previous interview transcripts were examined to enable further topics to be 
addressed with the individual teachers who had raised separate issues - 
  Process for organizing the PEP meetings (CH, SB) 
  Involvement of school in statutory reviews (CH) 
  Working with residential children's homes (CH, SB, ZL) 
I approached all five of the prospective interviewees to seek their agreement to 
participating in the research, again giving information about the format and 
purpose of the interview. Four of the five designated teachers gave immediate 
agreement to the interview and agreed for it to be audio-recorded. The fifth, EL, 
did not respond to my e-mail request. About a week later I met him in person at an 
event at the school. In response to my query of whether he had considered my 
request, he indicated that whilst he was busy, he would probably agree but I should 
contact him again personally for final agreement, in three weeks' time. After 
three weeks, over a further period of two weeks when I rang the school, six times, 
he was always unavailable to speak to me and did not respond to the messages I 
left with his secretary. On my seventh telephone contact with his secretary, I was 
informed that EL had decided that he would not agree to be interviewed. This 
response did not surprise me, in that the incidents reported (Mark [pp. 91-921 and 
Colin, [pp. 99-101]) indicated an unwillingness to work collaboratively with other 
professionals. From the original interview with EL, he did not acknowledge that 
the position of designated teacher and the implementation of the Guidance, would 
alter his practice, given that he stated in terms of this: 
"... I was a bit ambivalent in my getting involved in it because ... I am 
doing this anyway. " (EL, 2002) 
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During the course of the study, in addition to the two incidents that resulted in 
child protection issues with two looked after young people, Social Services also 
initiated the removal of one of the governors, from the Special B's governing 
body. The author's post, as Teacher/Advisor for Looked After Children, had 
necessitated involvement in all of these incidents. 
An hour's appointment was booked with the four who had agreed to be 
interviewed. This was separate from any contact with them in the author's 
professional capacity. All of the interviews were undertaken at the work bases of 
the interviewees. The interviews were conducted as planned, with no difficulties 
being encountered with the audio-recording. Field notes were also taken. As well 
as covering the schedule, interesting lines of discussion were also explored. 
From the recordings, verbatim transcripts were produced, which were then 
presented to the interviewees for validation and permission to include in the study. 
All four respondents signed the transcripts as a true representation of the 
discussions, without any alteration or deletion and gave permission for the material 
to be used. 
Having obtained accurate transcripts of the interviews, an initial analysis was 
undertaken in terms of identifying the major themes emerging from them. In line 
with the previous analyses of semi-structured interviews, described on page 65, the 
scripts were annotated by highlighting points and making comments in the 
margins, etc. To summarise this data from the annotated scripts, a table was 
constructed to enable data to be marshalled behind the categories and sub- 
categories (see Appendix 10). From this tabulation, it was possible to identify the 
following major themes, which aligned with the interview schedules: 
a) The role and contribution of the designated teacher to corporate parenting 
b) Communication systems 
c) Barriers to collaborative working 
d) Insight into needs/difficulties of children in public care 
e) Examples of good collaboration 
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f) Lack of collaboration 
g) Frameworks for effective information sharing 
h) Understanding of other professionals' roles 
i) Inclusive schools 
The following section is a descriptive analysis of the data. 
a) The role and contribution of the designated teacher to corporate parenting 
All of the designated teachers interviewed felt that the role contributed to the 
education of looked after children by providing a point of contact for both the 
children and school staff. The role was described as having `an overview' (ZL, 
2004) and all of the teachers stated that, whilst all teachers were involved in the 
pastoral care of the pupils, the designated teacher provided the `fast track' or 
`channel' (SB, 2004) to Social Services for this group of pupils. 
In two of the schools, the designated teacher undertook all of the additional tasks 
associated with looked after young people, e. g. Personal Education Plan meetings. 
CH felt that this was manageable if the number, in school at any one time, was 
low. Whereas, at the previous interview, she had been concerned that undertaking 
the role effectively would involve large amounts of time, she was now more 
realistic about it, insomuch as she realised that her stated ideal of the designated 
teacher being - 
"... totally involved in their (looked after children's) lives" (CH, 
2002) 
was the `vision' and could only be achieved if she only had that role, otherwise it 
was `a balancing act'. However, the numbers of looked after children at 
Mainstream C. had fallen, so that - 
"... it is much easier to find the right amount of time for two 
students than for ten. So it is really a numbers thing. " (CH, 
2004) 
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All of the designated teachers felt that the substantive position in the school of the 
designated teacher was important, although there was some disagreement about for 
whom this was important. SB felt that, in terms of the staff group, the personality 
of the designated teacher was more important than the position but she conceded 
that as Associate Head Teacher, she had some freedom from timetables that was 
not enjoyed by classroom teachers and that, for social workers, the substantive 
position engendered more trust. Additionally, she felt that being on the senior 
management team was effective when dealing with parents/carers, particularly if 
the issues were of a sensitive nature. JA concurred that her substantive position as 
deputy head gave "that extra bit of clout" (JA, 2005) when dealing with other 
agencies, such as Social Services. Although she also felt that because the school 
had a good pastoral care system, so that staff would respond to whoever was 
undertaking the role, her position did enable her to arrange for a pupil to be 
involved in an activity and "staff will go along with it" (JA, 2005). ZL was clear 
that his position as Head of Education Other made him more effective as 
designated teacher because - 
"I am the one who says it has to happen. I have got the ultimate 
authority. " (ZL, 2004) 
CH thought that being deputy head, with the authority to make things happen, had 
been essential in fulfilling the post effectively. She felt that it was important from 
a leadership viewpoint and as part of the leadership team, in that she could make 
others on the team realise the importance of the role. In terms of dealing with 
other staff members, CH felt that it was "who you are, rather than your position" 
that mattered but acknowledged that, as deputy head, she had "more clout" (CH, 
2004). 
Three of the four designated teachers acknowledged that they undertook a training 
and information filtering role (CH, JA and SB). 
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b) Communication systems 
Three of the four designated teachers were in agreement that good communication 
systems were vital to corporate parenting and highlighted that to enable them to 
fulfill the role effectively they needed Social Services to provide information and 
easily accessed communication systems. The designated teachers were divided 
about whether the role had improved communication with Social Services. ZL 
acknowledged that because he could link in with the Teacher/Advisor for LAC, 
communication had improved but with the caveat that - 
"I don't think overall we have particularly ... adequate 
relationship with Social Services over many of the children that 
we have. " (ZL, 2004) 
CH felt that communication was variable - 
"I think the linking with Social Services ... 
depends on who you 
are linking with. Some people are very good in getting back to 
you and communicating with you around the issues but I think it 
needs to be so much better. " (CH, 2004) 
This is obviously a matter for quality assurance on the part of Social 
Service Departments. In the 8th Annual Report of the chief Inspector of 
Social Services, Platt (DoH, 1999) was concerned that - 
"Social Services' response ... should not 
be the lottery it 
currently is, based on geography and custom and practice. " 
(1999,4.1) 
She commented that there was a lack of consistency within local 
authorities, despite national guidance, with people failing to use 
procedures. For Shiretown, senior management will need to address these 
inconsistencies before the national inspection process highlights it. The 
Government has demanded (DfEE/DoH, 2000) collaboration between 
those involved in corporate parenting to address the educational 
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difficulties of looked after children. Workers need to be aware of the 
procedures for undertaking this work and act accordingly. For the 
vulnerable young people involved, workers' lack of commitment to 
collaboration, evidenced by poor liaison, can have a disproportionately 
negative effect. An example of this was Mainstream C's actions re. 
Lennie, which were a direct result of Lennie's worker failing to liaise 
with the school and support his education. 
Even where there was effective communication, CH felt that it needed to 
be undertaken more regularly rather than just when there was a problem. 
On the other hand, JA and SB both felt that communication was improved 
since the establishment of the role of designated teacher. SB felt that - 
" ... Social Services recognise that role ... 
it gives some 
credibility to the role with Social Services. " (SB, 2004) 
c) Barriers to collaborative working 
In addition to high numbers of looked after children, CH felt that staff attitudes 
could be a barrier in her school to the role of designated teacher being successful 
in terms of the outcomes for pupils in public care - 
"Sometimes, although you try to raise awareness ... you have 
still some staff who you ... can't say things 
loudly enough or 
often enough for them to actually take it on board. " (CH, 2004) 
JA mentioned lack of good communication with Social Services as being a barrier 
to the effectiveness of the role and also the lack of time allocated to the role within 
schools. ZL was concerned that the provision at Education Other could limit the 
success of the post, in that, within their resources, it was not possible to make 
"very special arrangements" for looked after young people. SB was concerned 
that the normal long-term planning, that was essential for the pupils at Special L, 
could be affected by unexpected placement moves - 
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"For someone with severe learning difficulties, there needs to be 
a lot of consistency and a lot of preparation if there are going to 
be changes. " (SB, 2004) 
d) Insight into needs/difficulties of children in public care 
All of the designated teachers recognised the difficulties experienced by 
children/young people in public care. SB was concerned about the disruptions 
caused by unplanned placement moves and subsequent changes in school that 
could result in the young person not being placed in the appropriate provision. JA 
recognised that although schools needed to make special provision for looked after 
pupils, it was important not to stigmatise them or "make them feel different" (JA, 
2004). The difficulties mentioned by CH and ZL were in relation to their pre-care 
experiences - 
"You know, I think the comment is: `It's just sad what some of 
these young people have to go through. ' ...... That 
is really the 
drive to try to get things right for them, try to put the work in to 
try and make sure they are supported and have what they 
deserve. " (CH, 2004) 
ZL recognised that the emotional needs of looked after children could limit their 
educational achievements: 
"If you can get the self-esteem and safety right ... old Maslow's 
hierarchy of need ... then children will be confident enough to 
learn. Actually children will catch up learning - that's a 
possibility. Children can't always catch up feeling safe. " (ZL, 
2004) 
ZL also cited the practice of young people moving from foster care into supported 
lodgings on attaining 16 years of age as a factor that would almost certainly 
contribute to their underachievement in education - 
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"I would very much like to see them not being shoved out to 
grass at 16 ... I don't believe that is good parenting at all. " (ZL, 
2004) 
e) Examples of good collaboration 
All four of the interviewees gave several examples of good collaboration by those 
involved in corporate parenting to achieve good outcomes for looked after pupils. 
The following is a sample of the comments that they made during the interviews, 
which illustrate their perceptions about the improvement in the collaborative 
process with those involved in the corporate parenting of looked after pupils - 
"I think that the way we collaborate has been very supportive 
and really excellent. It makes things so much easier for me and 
the young person. " (CH, 2004) 
"One of them is J. - he went through a phase of very poor and 
unmanageable behaviour and ... everybody working together - 
us making sure that [children's home] had the same behaviour 
plans and they were passed on to his mum. I think we were able 
to move forward a lot quicker than we would, if we had been 
working in isolation ... " [SB, 2004] 
"I was thinking about A. - that was a huge success -I mean that 
was getting it right. " [JA, 2005] 
"... I think L. would be an ideal one - she is current, she has got 
virtually a full-time placement, she is attending on time, we liaise 
with the children's home - there is good communication. " [ZL, 
2004] 
() Lack of collaboration 
The interviewees were also asked to identify examples of where there had not been 
good collaboration to attempt to resolve difficulties for a looked after child. 
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Although two of the designated teachers reported examples of lack of 
collaboration, they involved social workers from other local authorities - 
"... they have never come to meetings when they have been 
invited and there are lots of issues. ...... I must 
have left 
... six 
or eight messages on the answerphone of the [other local 
authority] social worker. ... I still never 
heard back from them - 
I have never heard back from them! " (SB, 2004) 
" ... he 
is from [other local authority] and I have never met 
anyone from there yet and they do not contribute to things. They 
send me the PEP paper, I fill it in, send it back and they don't 
even say, `Oh thanks'. I have never, ever met the social worker 
and we just send his things in an envelope. It is such a shame 
because at the last review meeting it was so excellent, there was 
so much to celebrate for this young person and they weren't 
there. I have rung and invited them to come but it is the same 
old - you ring and they are not there. " (CH, 2004) 
g) Frameworks for effective information sharing 
For three of the schools in the sample, the Personal Education Plan meetings were 
block booked, so that the meetings for all the young people were held on the same 
day. Two of the designated teachers (JA and CH) felt that this was helpful for 
their schools. SB liked this approach but felt that for parents/carers there could be 
some confusion with annual statement reviews if they were close together. She 
had experience, with another local authority, of combining a statutory review and 
Personal Education Plan meeting. This had been held at the school to facilitate her 
and the classroom teachers attending. This block booking approach had not been 
adopted at Education Other and ZL was concerned that PEPs were not consistently 
being implemented or reviewed. 
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h) Understanding of other professionals' roles 
During the 2002 interviews, the issue was raised about the difference in roles 
between social workers and teachers. It was felt that their lack of understanding of 
each other's jobs was a barrier to `joined up' working. The interviewees were 
asked to comment on whether this had improved during the study period. All 
agreed that there had been some improvement. Whilst JA felt that there was still 
some confusion, she thought that there was more compromise and this had 
improved the situation. She commented that the joint training day held - 
"... helped me see who was involved and the different roles that 
people had - in the same way that I hoped that people learned 
what schools' involvement was -I think we need to do that more 
regularly. " (JA, 2004) 
SB agreed that there was a need for multi-agency training. 
i) Inclusive schools 
The interviewees were asked to comment on two of the statements that had been 
made during the previous interviews in 2002. The first was - 
"Schools want to be inclusive and work with other agencies to 
improve the educational experience of young people in public 
care but league tables militate against this. " (JA, 2002) 
The two interviewees from mainstream secondary schools agreed with the 
statement in general but felt that the inclusive ethos of their schools balanced this - 
"We certainly wouldn't debar any child from coming if we 
thought ... you 
know, even if we knew it was going to affect 
our league tables. It is a student's right. It is not their fault 
they are in the situation they are in. " [JA, 2004] 
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"Well I think here, league tables are league tables. We want 
every child as an individual, every child as special and we 
celebrate the children who have not perhaps got A*-C, which 
affect the league tables. ...... The fact that that doesn't fit into 
the league tables, from our school's viewpoint, we don't care. " 
(CH, 2004) 
The second statement was: 
"Schools are not judged by how happy their pupils are or the 
good behaviour of those pupils, they are judged by the standards 
- academic results. " (ZL, 2002) 
ZL had made this statement in the 2002 interview and felt that the situation had not 
changed- 
"It's true and I think it that's a shame - it's a shame. ... Some of 
the schools in Shiretown, the pupils are not bad, it is just that the 
schools haven't got it right. " (ZL, 2004) 
The two mainstream designated teachers positioned the judging of schools by 
stakeholders other than the Government, i. e. parents - 
"Depends who you are talking about judging ...... Lots of 
parents choose schools because they know their child is going to 
be happy and well cared for and supported. " (JA, 2005) 
"Parents know the league tables but you can come in here and 
walk around and judge for yourselves whether it is important. " 
(CH, 2004) 
For a special school, SB felt that the situation was completely the reverse - 
"... if a parent was deciding to send a pupil to us or [another 
special school], they would go by the atmosphere, the staffing 
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levels, the care, the wellbeing of the child. ... the last thing they 
would go for would be asking us what our accredited systems 
were. " (SB, 2004) 
The main partners around collaborative working to improve the 
educational experiences of looked after children were designated teachers 
and social workers. Therefore, it was important to survey the social 
workers on similar issues to those addressed with the designated teachers. 
Further discussion on the findings from these interviews are undertaken 
alongside the findings of this survey of the views and perceptions of 
social workers. 
Social workers 
At the end of the research period, I wished to explore whether there had been any 
changes in the perceptions, attitudes and professional practice of social workers on 
issues around co-operation between those involved in the corporate parenting of 
Shiretown's population of young people in public care, in relation to education. 
To ensure some consistency in the research, I wished to survey a group similar to 
that examined at the beginning of the study. At that time (2002), five social work 
teams caseheld statutory school age children in the public care of Shiretown 
Borough Council (see page 73-74, for details). In December 2004 the situation 
was similar to that in 2002, in that the majority (52%) of looked after children 
were caseheld by social workers in the Looked After Children's Team (LACT). 
However, compared to 2002, there was a higher number of workers in the 
Disabled Children's Team (DCT) who worked with school-aged looked after 
children. This may have been due to the team being fully staffed in 2004, whereas 
there was a 50% social work vacancy rate in that team in 2002. Again there were 
only three workers in the Leaving Care Team (LCT) who worked with young 
people of statutory school age. 
The Looked After Children's Team comprised 10 workers (two Assistant Team 
Managers, one Consultant Practitioner, six Social Workers and one Social Work 
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Assistant). Seven social workers (including two Assistant Team Managers) 
caseheld looked after children in the Disabled Children's Team and three Leaving 
Care Advisors (including the Team Manager) in the Leaving Care Team. 
Therefore, there was a total cohort of 19 social workers in the target group. 
To maintain consistency with the 2002 survey and to ensure that this part of the 
study had procedural objectivity, a questionnaire was again employed (see 
Appendix 11). The initial questionnaire (2002) sought the views of social workers 
on issues around the educational difficulties experienced by looked after young 
people and looked at factors that contributed to or reduced them. It also sought 
their perceptions on the newly introduced initiatives from the Guidance on the 
Education of Young People in Public Care (DfEE/DoH, 2000). The purpose of 
undertaking a further survey with the social workers was to capture their views on 
the effectiveness of multi-agency working and the role of the designated teacher in 
facilitating this on behalf of the school. Therefore, it would not have been 
appropriate to use the original survey questions. More explicitly, the 2004 
questionnaire was designed to collect data on participants' perceptions and views 
relating to: 
" Frequency and purpose of contact with designated teachers in the 
schools attended by the looked after young people worked with. 
" Contact with other members of school staff in the schools 
attended by the looked after young people worked with. 
" Barriers to and enablers of collaborative work, e. g. different 
types of school and geographical location. 
" The value of Personal Education Plans (PEPs). 
" Effectiveness of schools in fulfilling their corporate parenting 
responsibilities. The value of multi-agency working. 
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" Changes to social work practice as a result of the Guidance on 
the Education of Young People in Public Care (2000). 
9 Future improvements to facilitate more effective multi-agency 
working. 
The questionnaire comprised both closed and open questions. For the closed, pre- 
coded questions, an answer frame was provided that offered either dichotomous or 
multiple choice answer frameworks. 
After obtaining permission from the Head of Children and Families' Service to 
undertake the survey with the identified social workers, the questionnaire was 
piloted with two workers from one of the teams not included in this part of the 
study. The workers caseheld a small number of looked after children of statutory 
school age. The questionnaire was piloted to ascertain if the respondents were 
able to understand the questions in terms of language and content, whether the 
questions gathered the data required and also the appropriateness of the order. The 
respondents reported that they had no difficulty in understanding the questions or 
responding to them on the answer frameworks. Therefore, no revisions were made 
to the format of the draft questionnaire. 
The questionnaires were given to two of the teams in paper format and members of 
the third team were sent it electronically because they are located at some distance 
from the other teams. To ensure confidentiality, respondents were not asked to 
provide their names (although the nature of their role was collected for the 
purposes of identifying any differences in response patterns). 
Completed questionnaires from 15 social workers (three LCT, five DCT and seven 
LACT) were returned within approximately seven working days. The remaining 
four questionnaires were not returned. Of these fifteen workers, seven had been 
involved in the previous survey (LCT - 1, DCT - 2; LACT -4). Of the eight who 
had not been involved, four had been employed in Shiretown, so were aware of the 
authority's initiatives; two had transferred from a neighbouring authorities and two 
were newly qualified social workers. 
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Analysis of data 
As with the initial social worker survey, a descriptive analysis of the data was 
undertaken (see Appendix 12 for a full summary of data). 
Only three of the 15 respondents had contact with the designated teachers in `all' 
of the schools attended by the young people they worked with. A further three and 
five, respectively, had contact with `most' or `some' of the designated teachers. 
Of note was that four of the respondents reported that they had no contact with any 
designated teachers. There were no obvious differences between the teams on this 
response. Of those workers who had contact with designated teachers, eight of 
them identified Personal Education Plan meetings as the only contact. Two 
workers from the Disabled Children's Team identified further contacts to give 
information about changes in care arrangements or communicate about 
behavioural difficulties. One from the Looked After Children's Team identified 
telephone contact to give information about contact arrangements. One of the 
Leaving Care Team workers identified many opportunities for contact including 
discussions about behavioural issues, homework, extra support, achievements, etc. 
Although this worker was a Leaving Care Advisor because he worked with 
unaccompanied asylum seekers, he was a Connexions Advisor and probably the 
narrower role that he had to undertake, i. e. education and training, allowed and 
required him to establish positive relationships with the schools and subsequently 
the designated teachers. Three of the four workers, who stated that they did not 
have any contact with designated teachers, commented: 
> Carers had the contact (DCT) 
> Schools can be difficult to engage in collaborative working (DCT) 
> Not all schools aware of role of designated teacher, or if they have one, 
and often the role can fall to Headteacher (DCT, LCT) 
Given that the Guidance suggested that the designated teacher role should be 
undertaken by someone in the school, "with sufficient authority to make things 
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happen" (DfEE/DoH, 2000 p. 32), Headteachers often undertook the role, 
particularly in small schools, i. e. special or primary schools. Therefore, the role of 
designated teacher could have been undertaken by the Headteacher by choice 
rather than by default, although from my own experience, some Headteachers had 
reluctantly taken on this role and it could have been from such a Headteacher that 
this worker had gained this perception. 
Those respondents (12) not in contact with all the designated teachers, were asked 
to identify other members of staff at any of the schools that they liaised with. Ten 
of the 12 respondents identified the class teacher/form tutor, five the Head of Year, 
two SENCOs and two deputy head Teachers. The Leaving Care Team 
Connexions Advisor, as well as being in contact with some of the staff members 
mentioned by the other respondents, also identified a range of different school staff 
including Equality Service Teachers, learning assistants, Connexions Workers and 
Admissions Officers. Again the different focus of his work would appear to 
account for this. The Guidance indicated that the designated teacher would not be 
expected to undertake all the tasks associated with the education of the pupils 
looked after in their schools but should have an overview. Clearly this may have 
been happening in the schools where social workers had contact with other 
members of staff. In further research, this would need to be investigated with the 
school staff concerned. 
To identify whether there was a pattern to being able to establish collaborative 
working, in terms of type of school or geographical location, respondents were 
asked to indicate which schools they had been able to achieve this with. The 
results are shown in table 6.1, below: 
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Ty pe of Schools 
Schools in Shiretown LEA 
Schools outside of Shiretown LEA 3 
030 
e vý Gz: Z 
I 
12 
3 
2I3 
1 
Primary Schools 423 
1 
Secondary Schools 1 
43 
Special Schools - Day 13 
III 
Special Schools - Residential ?22 
Table 6.1: Social Workers who achie,. ed collaborative working with schools 
Colour code: 
Lca%inu( are 
Team 
Disabled 
Children's Team 
Looked After 
('liildren', I cain 
The designated teachers in Shiretown LEA's schools had been given the 
opportunity to attend several training events, including half-day conferences and a 
series of twilight sessions. For those who had not been able to attend, individual 
work had been offered to the schools where there were looked after pupils, e. g. 
INSET delivered by Shiretown's Teacher/Advisor for Looked After Children or 
Advisory Teachers. It was not known what training had been made available to 
designated teachers in other local education authorities. 
There appeared to be a difference in the success of working collaboratively with 
schools in terms of their geographical location, with nearly two-thirds of the social 
workers reporting that this had been achieved with all or most of the schools in 
Shiretown's local education authority area. For schools outside the local LEA, 
five out of 12 respondents had been able to work collaboratively with schools. 
This simply may have been an accessibility issue but, interestingly, all of the 
workers who had achieved it were from the Looked After Children's Team. This 
could have been due to the length of time that LACT workers held cases, given 
that the children/young people caseheld in this team usually only passed to another 
worker when they approached 16 years of age and a Leaving Care Advisor took 
over the case or if a worker left the team. Alternatively, cases were closed if an 
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Adoption or Residential Order was completed. However, the better collaborative 
working could have been due to differences in practice between workers in the 
different teams. The latter would account for the difference in reported 
collaborative working by members the Disabled Children's Team, where three 
workers reported `some' and three reported `few' schools had worked 
collaboratively with them. The social workers in this team would usually have 
worked with young people until they transferred to the Adult Team at 19 years of 
age. The Looked After Children's Team focuses solely on children and young 
people in public care, whilst the focus of the work undertaken by the Disabled 
Children's Team is around disability issues. Looked after children only account 
for a small proportion of any DCT social worker's caseload, with most of the 
young people they work with living with their families. In the latter case, school 
liaison would normally be dealt with by the families, with social worker 
intervention being undertaken by request or in the case of difficulty. This 
difference in focus could account for the possible difference in practice but further 
work would need to be undertaken to confirm this hypothesis or identify another 
cause. Also, whilst this might explain the difference in practice, it raises 
significant issues relating to leadership and management at both team and strategic 
levels. In terms of the education of looked after children, there should be no 
choice about collaborative working between agencies, given that its absence was 
identified as contributing to the poor educational outcomes this client group 
(DfEE/DoH, 2000). However, social workers have demonstrated that they are not 
undertaking the necessary actions to implement effective collaboration and there 
appears to be a team difference within Shiretown's Social Service Departments. 
Platt (DoH, 1999) commented on - 
"Patterns of inconsistent responses ... within social service 
departments 
and even within teams ... (1999,4.11) 
This report also highlighted that inspections for disabled children showed a lack of 
a clear sense of direction, with the service often isolated from mainstream 
childcare. However, given that Shiretown (in common with other authorities) has 
a high proportion of disabled children in the looked after cohort, it is essential that 
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there is adherence to the procedures for improving the educational outcomes for 
these young people, e. g. implementation of personal educational plans, effective 
collaboration with schools and other agencies. It is only when every worker, who 
caseholds a looked after young person, embraces the procedures and practice to 
improve the education of these young people that Shiretown may both meet the 
national targets set to achieve this and also fulfil the vision of doing "what any 
good parent would do" (DfEE/DoH, 2000, p. 13). Shiretown's senior management 
should address the issues of quality assurance raised by this study. 
In terms of the type of school, primaries were reported to be those where most 
collaboration had been achieved, with four of the workers reporting that they had 
achieved this with `all' of the primaries attended by the children they worked with, 
three reporting `most' and one `some'. In comparison, in secondary schools, less 
than half of the workers reported that they had achieved collaborative working 
with `most' schools, nearly half with `some' and one worker reported that they had 
established with `none'. Two-thirds of the workers reported collaborative working 
with `all' and `most' day special schools and the figure was better for residential 
schools, with three-quarters of the respondents reporting `all' and `most' and the 
remaining quarter reporting `some'. However, this was surprising in that if the 
young person was a resident at the school, the statutory reviews would have been 
held at the establishment, so the expected result should have been all workers 
reporting achieving this with `all' the residential schools. This could have been 
due to the interpretation that some workers put on the term `collaborative 
working'. Given that no explanations were requested for any response other than 
`all', further work would need to be done to ascertain this. 
The social workers from the Looked After Children's Team appeared to have 
established collaborative working with a greater proportion of the schools attended 
by the young people they worked with, with only one worker reporting that they 
had only achieved this with `some' of the Shiretown schools and one reporting 
`none' of the special day schools. However, it should be remembered that with 
such small numbers the data is frail. The greater proportion of young people 
caseheld by the LACT social workers would have attended mainstream schools. 
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Those caseheld by DCT workers would have been more likely to attend special 
schools. Therefore, further work would need to be done to ascertain whether this 
outcome is related to team behaviour or school behaviour, the interaction of them 
both or other factors. 
Workers were also asked to identify any other educational establishments that they 
had been able to work collaboratively with. In response to this, eight of the 
workers identified Education Other and two workers identified colleges of Further 
Education. 
In response to the question as to whether all of the young people they worked with 
had a Personal Education Plan that had been formulated or reviewed within the last 
six months, under half of the workers from the Disabled Children's Team stated 
that they did, all of the Leaving Care Team and six out of seven of the Looked 
After Children's Team respondents reported "Yes". Workers were asked to 
explain why some of the young people were without a PEP. Responses were: 
" Worker not initiated (x2). 
" School not responded to social worker's request for a PEP meeting. 
" Case just transferred and previous worker had not formulated one. 
(Figures in brackets indicate the number of workers who gave this response) 
Where Personal Education Plans had been completed, social workers were asked 
to respond to statements about the process involved in completing the plans. 
Twelve out of 13 respondents `strongly agreed' or `agreed' that multi-agency 
involvement at the PEP meetings was the most important aspect of the process. 
Twelve of the 14 agreed that the process facilitated joint working between those 
involved in corporate parenting. For both statements, the remaining one and two 
respondents, respectively, `neither agreed nor disagreed'. All of the respondents 
agreed that the process provided good information sharing opportunities and that 
the targets devised for the PEP highlighted the educational needs of the young 
people. Ten of the 14 respondents thought that the PEP process helped various 
agencies to understand their individual roles and responsibilities (four were 
unsure) but there was less consensus about whether it aided various professionals 
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in understanding the boundaries and limitations of the other agencies - half 
`strongly agreed' or `agreed'; five `neither agreed nor disagreed' and one 
`disagreed'. 
Of the 14 respondents, three felt that the PEP process was time-consuming, whilst 
half disagreed and four were unsure. However, only one respondent did not 
`disagree' or `strongly disagree' with the statement that "the process adds no 
value" and that worker was neither in agreement nor disagreement. Similarly, 12 
of the 14 respondents felt that the process helped them give effective support to the 
young person for whom they had responsibility; two `neither agreed nor 
disagreed'. 
Respondents were asked to outline any indications they had about the value placed 
by schools on the Personal Education Plans and/or the process involved in 
formulating them. Seven of the social workers gave indications that schools 
valued the PEPs and/or the process, citing that - 
¢ It provided valuable information for all involved to gain a greater 
understanding of the difficulties experienced by looked after children and, 
therefore, initiatives to improve outcomes for them. 
¢ Whilst it was initially viewed as "just another form", school staff 
appeared to welcome the additional information and different perspectives 
that the process facilitated. 
> High value was placed on the process because it was informative. 
> Schools welcomed information on parental responsibility, responsibilities 
of foster carers, etc. 
> School staff appreciated PEPS and co-operated well, acknowledging the 
importance in supporting vulnerable children and assisting them to fulfil 
their potential. 
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¢ School staff had gained a greater understanding of the non-school issues 
of looked after young people which may have impacted on their 
education. 
> The process facilitated schools working more closely with foster carers. 
> Value placed on setting realistic targets for young people. 
Conversely, six of the social workers gave more negative responses to this 
question - 
> Formulating and/or reviewing the Personal Education Plan could be no 
more than a paper exercise. 
> Schools appeared to engage in the process because it was expected of 
them, not because they placed any value on the process or the document. 
¢ Some schools appeared to be unsure of what to expect from Personal 
Education Plans and did not seem to be aware of their joint 
responsibilities in contributing to them. 
¢ If there were no "high" concerns over a young person's education, some 
schools indicated that PEPs were unnecessary and appeared to resent the 
time taken to formulate them. 
> Some school staff had indicated that they felt the PEP was a replication of 
known information. 
> Whilst schools could value PEPs for young people in foster care, it was 
seen as an intrusion if they were in an adoptive placement. 
These statements were made without qualification; therefore, no examples were 
given to illustrate the comments. Interestingly, some schools appeared to be 
engaging in the process of formulating/reviewing Personal Education Plans whilst 
being unsure of their role and/or not valuing the process or the document. It would 
be interesting to undertake some further research with these participants to 
investigate whether the imposed activity led to an eventual change in attitude. 
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Where there were perceptions that the Personal Education Plan duplicated 
information or was unnecessary, this could be because the PEP was poorly 
constructed or a good information sharing, collaborative relationship existed 
independently of the process. If it was the latter, should there have been an 
insistence that a PEP was formulated for every looked after pupil? Local 
education authority and school Ofsted inspections would indicate that this was 
necessary in terms of targets, rather than in the interest of the individual pupil. 
The social workers surveyed were also asked to give their perceptions of whether 
the schools they worked with were fulfilling their corporate parenting 
responsibilities to looked after children. Again the views differed, but the majority 
view (10) was that schools did not fulfil this responsibility, as evidenced by the 
following comments - 
1. Both Education Departments and schools were not fulfilling their 
responsibilities to unaccompanied asylum seeking young people who 
arrived in the country in Year 11, as there was a reluctance to admit them 
to schools. 
2. Some schools were unwilling to work in partnership or provide basic 
information to social workers, e. g. attendance rates and general progress. 
3. They were more likely to engage in collaborative work when the young 
person was experiencing/causing difficulties (x2). 
4. School staff did not appear to have any understanding of their corporate 
parenting responsibilities. Corporate parenting was seen as a role for 
Social Service Departments (x3). 
5. `School staff' id not understand the additional needs that looked after 
children may have (x2). 
6. In attempting not to stigmatise looked after children, some schools did not 
meet the young people's additional needs. 
(Figures in brackets indicate the number of workers who gave this response) 
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Again these negative comments were not qualified. All of these statements 
indicate practice that is contrary to the various government initiatives that address 
the needs of young people in public care and/or pupils with special educational 
needs. For the comment on admission of unaccompanied asylum seekers (1), the 
DfES (2004b) was aware that - 
"While some schools are fully committed to including children 
who have SEN, others are still not playing their part fully ... " 
(WES, 2004b, p. 41) 
This document also comments that admission policies can act unfavourably on 
looked after children because a school placement may be required mid-year or 
even mid-term. The WES research on admissions and exclusions also found 
evidence that - 
" ... less favourable treatment was possible with the casual 
admission of pupils with SEN but no statement" (DfES, 2005a, 
p. 100) 
For unaccompanied asylum seekers, whilst English as a second language is not an 
identified special educational need, undoubtedly there are real problems in 
meeting their educational needs (Reakes and Powell, 2004). These young people 
are also classified as being in public care. WES (2005a) have stated that 
" ... unaccompanied asylum seeker children 
have the same rights to 
education as other children. " (p. 1) 
The reluctance on information sharing (2) was contra to the school's obligations to 
report to parents. This may have been a misunderstanding about the role of the 
social worker, in terms of parental responsibility and would appear to indicate a 
training need. In fact, the whole concept of corporate parenting would appear to 
have been an area that needed clarification for some schools. 
This section summarises other comments about the corporate parenting 
responsibilities of schools. There was recognition by some of the respondents that 
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the occurrence of schools fulfilling their corporate parenting responsibilities was 
variable and factors that could prevent this from happening effectively were staff 
and time constraints, geographical location and type of school. In terms of 
location, one respondent felt that if a school was at some distance from Shiretown, 
she was unlikely to have the desired level of contact with that school and this 
could militate against the school undertaking the corporate parenting role 
effectively. Two respondents mentioned type of school as a factor in effective 
corporate parenting. One felt that primary schools fulfilled the role, partly because 
they were smaller than secondaries and the Headteacher was usually the 
designated teacher. If, in the latter role, the Headteacher had gained some insight 
into the difficulties experienced by looked after children, s/he could influence the 
whole staff group in their approach to looked after young people. Again, this 
appeared to be what the Guidance indicated by a person in authority, "who can 
make things happen" (DfEE/DoH, 2000, p. 32). 
Three respondents reported that `some schools' were good at liaising with social 
workers and providing regular information, outside of the PEP process, on 
progress, attendance, behaviour, etc. Concerns about a young person were 
expressed at an early stage to attempt to divert a crisis. No information was 
recorded about who their point of contact was in these situations. One respondent 
felt that the corporate parenting role, whilst being a challenge for some mainstream 
schools, was not so different for special schools, which appeared to be more open 
to protecting/promoting the well-being of vulnerable children. Whilst there 
appeared to be some examples of schools effectively fulfilling the corporate 
parenting role for looked after children, it appeared not to be the majority of 
schools worked with by the respondents. Maybe not surprisingly, all but one of 
the respondents either `strongly agreed' (8) or `agreed' (3) with the statement that 
"to effect an improvement to the education of looked after children, designated 
teachers need to be more involved with social work teams". Similarly, all but one 
either `strongly agreed' (5) or `agreed' (4) with the statement that "regular contact 
should be maintained between designated teachers and social workers, rather than 
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just in response to problems". For both statements, the respondents who did not 
agree, were unsure. 
The Guidance stated that designated teachers should `champion' the looked after 
young people in their schools (DfEE/DoH 2000, p. 32). Social workers were asked 
whether in their dealings with designated teachers, they felt they fulfilled this. 
Responses varied, with three respondents stating that `most' did, six that `some' 
did, one that `few' did and one that `none' did. 
The social workers were asked to indicate changes in processes or practices that 
they thought would make a positive difference to the educational experiences of 
the young people in the care of Shiretown Borough Council. The following 
section summarises the responses - 
1. All those involved in corporate parenting needed to be more actively 
involved in sustaining educational placements. Social workers to visit 
schools and teachers to be party to statutory reviews. 
2. Achievement needed to be celebrated. 
3. Regular liaison about problems/progress to facilitate earlier 
intervention if difficulties arose. 
4. Social workers and teachers to listen to young people and take 
appropriate actions. 
5. Revision of admission procedures to avoid unnecessary and long 
delays 
6. School staff to be more aware of the role of designated teacher for 
pupils in public care. 
7. Social workers to have the names of designated teachers in the 
schools they work with. 
8. Better resourced and more flexible teaching services for young 
people who were not in school. 
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9. Policy that school placements not to be changed due to cost of 
transport. 
10. Extra tutoring and mentoring should be available to looked after 
young people. 
Reviewing the recommendations for improvement, it should be noted that the 
authority's policies on the Education of Looked After Children endorse items 1-6 
for Shiretown social workers, carers and schools. It may be that the policy has not 
become practice but, also, it should be remembered that more than half of 
Shiretown's statutory school age cohort of looked after children attend schools in 
other LEAs. 
In terms of social workers being more involved in schools (1), that was a time- 
management issue for them. The practice of teachers not being included in young 
people's statutory reviews (1) had been adopted in Shiretown as a result of the 
Service Manager responsible for those activities having the belief that young 
people did not want teachers in their homes, as it stigmatized them. With a change 
of personnel, there was the belief that including teachers was vital to improving 
educational experiences and outcomes for looked after young people and this 
practice was being introduced for Shiretown's cohort. 
With regard to item 5, whilst admission procedures had been revised to favour 
looked after young people and regulations already existed concerning schools 
having to accept a pupil if they had a place, some schools had demonstrated a very 
real reluctance to offer places to a young person in public care. On several 
occasions, local education authority admissions officers had to become involved to 
prevent unnecessary delays. However, workers are reluctant to resort to this, as 
they fear that the young person might be disadvantaged, by the school staff, if the 
placement is enforced. 
The celebration of achievement can be done on a small scale, with individual 
pupils, by schools, carers and workers or as a larger scale prize-giving ceremony 
for all the young people in Shiretown's public care. Coincidentally, Shiretown's 
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second of these Celebration of Achievement ceremonies was due to occur at the 
end of the following school term but, at the time of the survey, this information 
had not been conveyed to social workers. 
To facilitate items 3,4 and 6, better multi-agency working was essential and, for 
schools in the Shiretown local education authority area, it had been recognized that 
joint training opportunities needed to be increased to encourage this. This also 
concurred with the formation of a single Children's Department, to include both 
Social Services and Education Departments and the recognition that training 
would be an essential part of the change management. 
A worker requesting the names of designated teachers was somewhat surprising, in 
that there was available a list of all the designated teachers in Shiretown's schools. 
More difficult was obtaining and updating that information from schools outside of 
the local education authority, given that 57 schools were attended by pupils in 
public care of Shiretown outside of its own LEA, compared to 29 schools within 
the LEA. Given that workers may have been involved in accessing an educational 
placement for the young person, and initiating and formulating the Personal 
Education Plan, it could be assumed that they could have obtained the names of 
designated teachers in the schools attended by the young people that they worked 
with. This issue would need to be addressed with Team Managers/individual 
workers. 
Items 8,9 and 10 clearly have financial implications. Shiretown's Education 
Other, for pupils not in school, offers the flexible service that one respondent 
mentioned. However, it has not been possible to access routinely such services in 
other local education authorities, where either the provision does not exist or the 
young people are unable to access it because of regulations about admission, e. g. 
for permanently excluded pupils. 
The extra tutoring and mentoring cited by one respondent afforded the opportunity 
for pupils to `catch-up' work they may have missed (SEU, 2003). This had been 
available for a small number of pupils in the public care of Shiretown. It had been 
possible to recruit a teacher to fulfil this role using the funding available to `pump 
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prime' for Public Service Agreement stretch targets around the education of 
looked after children. Given that the targets were for educational achievement in 
the academic years ending summer 2005 and 2006 and attendance in the year 
ending 2005, the tuition was for the pupils undertaking GCSE examinations in 
those years. The worker who suggested it for all looked after children, caseheld a 
young person who had been receiving tuition. 
Comparison with 2002 surveys 
In 2004, all of the designated teachers interviewed indicated their understanding of 
the difficulties experienced by children in public care, compared to a third of the 
group in 2002. 
In the 2002 interviews, the majority of the designated teachers expressed the desire 
to work collaboratively, recognising the value of sharing information and the need 
to have a framework to undertake this effectively. In 2004, the consensus amongst 
the designated teachers was that communication between schools and Shiretown's 
Social Services Department had improved, both by the introduction of the post of 
designated teacher as a contact point in schools and with the post of 
Teacher/Advisor as a contact point in Social Services. There were still some 
inconsistencies in regular, effective communication between the two agencies, 
other than through these postholders. This could account for the variations in the 
perceptions of the social workers in terms of effective communication, given that 
there were different practices in terms of who in the school they liaised with. 
From the initial questionnaire undertaken in 2002, half of the social work 
respondents felt that it was difficult to liaise with some schools. Although there 
was little evidence of effective liaison, only one social worker commented that 
some schools were hard to engage and another talked about letters and telephone 
messages not being responded to. In 2002 there was unanimous agreement from 
the social workers that `joined up' working practices could result in improvement 
in young people's educational experiences and all but one of the workers thought 
that there should be greater levels of collaboration. In 2004, it was disappointing, 
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therefore, that four social workers reported that their only contact with the 
designated teachers was to formulate and/or review PEPs. 
From the viewpoint of the designated teachers, during the study period, there had 
been an increase in the number of examples of good collaborative working to 
achieve a positive outcome for a looked after young person. Whilst there had been 
some positive examples in 2002, these were matched by examples of poor or non- 
collaboration, which resulted in negative educational outcomes for young people. 
In 2004, interviewees cited two examples but both of these involved children 
placed in their schools by other local authorities. Only Special L is a non- 
Shiretown LEA school and this school's designated teacher had no negative 
examples involving Shiretown looked after children. However, more designated 
teachers in schools outside the borough, attended by Shiretown looked after pupils, 
would need to be surveyed to ascertain whether there was a difference in their 
perceptions to the collaborative working practices of Shiretown's social 
workers/carers. 
In 2002, in exploring the role of designated teacher for young people in public 
care, just less than half of the social work respondents agreed that all the schools 
they dealt with had designated teachers. Nearly three years on, whilst social 
workers were aware of the role of designated teacher, only a fifth of the 
respondents had contact with these postholders in all of the schools they worked 
with. In the initial survey only one respondent felt that most designated teachers 
were committed to `champion' the looked after children in their school. Whilst the 
response in 2004 was varied, only one social worker felt that none of the 
designated teachers she worked with fulfilled this requirement. Whilst not using 
the term "champion", designated teachers identified their role within the school as 
unique in that it provided "an overview" (ZL, 2004), a "fast track" (SB, 2004), "a 
point of contact" (JA, 2004) for the education of looked after children. In terms of 
joined-up working, all of the designated teachers felt that there had been some 
improvement in understanding other professionals' roles during the study period 
but highlighted joint training as a tool for further improvement. In 2004, the 
barriers to collaborative working were identified by the designated teachers as 
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being very much within the schools, with the exception of good communication 
with Social Services. 
In 2002, the majority of the social workers (13 of the 15) questioned believed that 
Personal Education Plans were important in terms of attempting to improve the 
educational experience of young people. Although the belief in value did not 
appear to have changed, it was surprising that there were still a significant number 
of young people without one. From my own experience, special schools 
sometimes believed that the Individual Education Plans that they formulated for 
each of their pupils provided the information and targets that Personal Education 
Plans required. This could be overcome by an explanation of the difference but it 
may have been that social workers were not confident in providing this. 
Noticeably, it was the Disabled Children's Team workers who had a surprisingly 
large number of young people without PEPs and most of their client group would 
attend special schools. This possible explanation would need further investigation. 
Discussion oý indin ,s in relation to questions. 
literature, methodoloQv 
The section about types and geographical locations of schools as contributing or 
inhibiting factors to effective multi-agency co-operation/collaboration aligns 
directly with research question 1. 
Research question 2 examines the role of designated teachers within the sample 
schools, in terms of facilitating schools engaging in corporate parenting. The 
views of the social workers on the role and effectiveness of designated teachers 
provided valuable information on a range of schools that the sample schools could 
be compared and contrasted with. 
Research question 3 attempts to identify solutions that were effective in 
overcoming the factors that accounted for/contributed to the under-achievement in 
the education of looked after children. The survey of social workers gave data on 
their interactions with schools attended by their clients. Positive examples of good 
collaboration obviously indicate solutions but, where workers were more negative, 
this data can give some insight into what solutions were necessary. Also from the 
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analysis of the data, differences in working practices could be identified that could 
account for poor collaboration, e. g. failing to initiate a Personal Education Plan 
meeting, social workers not regularly liaising with schools. One of the 
respondents suggested that schools seemed unaware of the corporate parenting role 
and believed that it was the responsibility of Social Services. From the 
questionnaire responses, there were some indications that social workers were not 
aware of their role in terms of the education of looked after young people and 
regarded it as the responsibility of the schools. Examples to evidence this 
supposition are: 
. Worker delegating to carer all contact with school; 
:" Workers not initiating Personal Education Plan meetings; 
r Worker stating that they had not changed practice as a result of 
the Guidance on the Education of Young People in Public Care. 
Research question 4 attempts to identify how the designated teachers, in the 
sample schools, could address the needs of looked after children to improve their 
educational experience. The views of the social workers clearly gave indications 
of their perceptions of designated teachers who had facilitated this in schools they 
worked with, e. g. Head Teacher undertaking this role being able to positively 
influence the whole staff group. This information also informed research question 
5, which examines the characteristics of designated teachers who effectively 
facilitated multi-agency collaboration. 
The literature on multi-agency working also related to the interviews, particularly 
in relation to - 
a) Consideration of factors that inhibit or militate against `joined 
up' working (DfEE/DoH, 2000) 
b) Need for committed individuals (Atkinson and Kinder, 2000) 
c) Wish to be involved in multi-agency collaboration, rather than 
being directed to engage (Atkinson et al., 2002) 
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It was disappointing that the social workers' perceptions did not confirm that 
designated teachers had undertaken the `championing' role that the Guidance 
advocated to improve the educational outcomes of young people in Public Care 
(DFEE/DoH, 2000) and Atkinson and Kinder (2000) identified for successful 
multi-agency working. 
From the analysis of the data derived from the questionnaire for social workers, I 
believe that it resulted in some valuable and interesting information in respect of 
the perceptions of designated teachers, both in identifying the occurrence of 
co-operation between all the agencies involved in corporate parenting, the role of 
the designated teacher in facilitating this and their own professional social work 
practice. 
The questionnaire provided an instrument that was beneficial in gathering the data 
required in that, although for a questionnaire survey, a relatively small number of 
respondents were involved, because of time constraints, it allowed a far greater 
number than would have been possible with semi-structured interviews. The 
anonymity of the questionnaire allowed respondents to give more open and honest 
answers, given that the comments were not attributable to them. My position as 
Teacher/Advisor for Looked After Children may have influenced the social 
workers' responses if semi-structured interviews had been undertaken. 
The smaller number of designated teachers in the sample schools afforded the 
opportunity to undertake semi-structured interviews. I believe that the data 
derived from these interviews gave a valuable insight into the designated teachers' 
perceptions of the value of their role, the improvements in corporate parenting 
achieved as a result of the introduction of the Guidance on the Education of Young 
People in Public Care (DfEE/DoH, 2000) and the barriers to making an 
improvement to the educational outcomes for looked after young people. 
The next chapter reflects on all the data and outlines some of the conclusions 
arising from this research study and makes recommendations for future working 
and areas of further research. 
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CHAPTER 7 
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 
Summary 
This study is located in the area of inclusion. It has examined the concept of 
`corporate parenting' and its effectiveness in improving the educational 
achievement of young people in the public care of Shiretown Borough Council. 
This was examined from the contribution to the process of the designated teachers 
in a sample of five schools. The Government had introduced the role of 
designated teacher of young people in public care (DfEE/DoH, 2000) to facilitate 
schools being involved in multi-agency collaboration to improve the educational 
outcomes for this vulnerable group of pupils. 
The Government set local authorities targets to improve the educational outcomes 
of looked after pupils. The measures were quantitative and measured the 
achievement outcomes and attendance rates. Whilst, in terms of research, 
percentages of such small numbers are inappropriate, this was the format that the 
Government required for reporting achievement. Overall, the data for the period 
of the study present a dismal picture of the educational achievements of 
Shiretown's looked after young people (as reported in Appendix 13). However, it 
should be noted that, of the very small cohorts, significant proportions were young 
people with special educational needs, for whom the GCSE `yardstick' was not the 
appropriate measurement of their achievement. The figures relating to this are 
shown below in Table 7.1: 
2001 2002 2003 2004 
KS 1 - - - 1/10 disapplied 
KS 2 4/8 disapplied 2/7 disapplied 2/4 disapplied 1/6 disapplied 
KS 3 5/11 disapplied 5/13 disapplied 6/10 disapplied 1/6 disapplied 
GCSE 3/8 SLD* 3/8 SLD* 2/15 MLD** 7/14 MLD/SLD 
Table 7.1 Young people who did not undertake GCSE/SATs because of Special Needs (figure shown as a fraction of 
total cohort) I*SLD - Severe Learning Difficulties; "*MLD - Moderate Learning Difficulties] 
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In addition, some young people were in specialist provision that limited their 
access to nationally accredited qualifications, (e. g. therapeutic communities, 
schools for pupils with behavioural, emotional and social difficulties). For the 
SATs tests such pupils, together with those with statements for SEN, are shown as 
disapplied. The provision appeared to be that appropriate to meet their 
educational/behavioural needs, but further research would need to be done to 
ascertain whether their educational needs, in terms of gaining accreditations and 
the life chances associated with these, outweighed this consideration. 
The case studies in this thesis offer a predominantly qualitative approach to the 
subject of the contribution of designated teachers to corporate parenting of 
Shiretown's population of young people in public care. 
To formulate some conclusions on this research study, it is necessary to summarise 
the data and develop conclusions under each of the research questions. 
1. What were the factors in the schools in the sample that contributed to or 
inhibited effective multi-agency co-operation to improve the educational 
experience of Shiretown's population of young people in care? 
The literature highlights some of the pre-requisites for achieving multi-agency 
collaboration/co-operation, in terms of having someone providing a link between 
the agencies (DfEE/DoH, 2000), the inclusion of committed individuals or 
`champions' and the development of a shared understanding (see, for example, 
Clark, 1993; Coulling, 2000). The Government's expectation was that the 
designated teacher for pupils in public care would provide the `link'/ `champion' 
to facilitate collaboration from the school's perspective. There was anticipation 
that the process of corporate parenting, together with joint training, would 
facilitate a shared understanding of both the problem and the solution. However, 
even when attitudes and commitment were in place, there was recognition that 
there could still be practical issues around communication (Atkinson and Kinder, 
1999) and establishing procedures (Atkinson et erl., 2002) and getting people 
together (Wilson and Pirrie, 2000). 
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At the beginning of the research period, five of the six designated teachers 
interviewed expressed a desire to work collaboratively. Given that attitudes, 
shared understandings and commitment to the process were identified as factors 
that contributed to multi-agency working (Atkinson et al., 2002), one of the 
designated teachers indicated at the initial interview that he did not recognise any 
need to change his practice. It is possible to interpret this as him being directed to 
engage in the role of designated teacher, rather than wishing to be involved, 
which Atkinson et al. (2002) viewed as an inhibitor to effective multi-agency 
working. Another of the designated teachers, although not one of the five in the 
sample schools, indicated that she did not have a shared understanding by the 
comment about the role of the designated teacher and the implementation of PEPs 
as treating looked after pupils as "normal with abnormal bits tacked on". From 
this comment, it would appear that she did not view this as an initiative within the 
equal opportunities/inclusion arena. 
In the initial interviews, from both positive and negative experiences of 
collaboration with social workers, the majority of the designated teachers felt that 
it was necessary to establish a framework for information sharing and 
communication. Harker et al. (2004a) stated that - 
"... commitment [to inter-agency working] is rendered 
meaningless if additional supportive structures are absent. 
(Harker et al., 2004a, p. 191) 
These interviews also flagged up that designated teachers did not have a clear 
understanding of other professionals' roles and responsibilities. Wilson and Pirrie 
(2000) had specified the importance of this to achieve effective multi-agency 
working. This also impacted on the establishment of effective communication 
because of different working patterns. The difficulty of effective communication 
was two-fold, in that without being able to establish it the designated teacher 
could not make an effective contribution to the corporate parenting process. 
However, the role of the designated teacher was implemented to overcome this 
difficulty but, because communication is, at least, a two-way process, the other 
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parties needed to facilitate easily accessed pathways. The evidence from this 
study was that this was not always happening. For example, two of the young 
people (Lennie and Jack) were critical of their social workers not responding to 
contact from their schools. At the final interviews, the designated teachers gave 
some examples of lack of response from social workers, although this was mostly 
concerned with local authorities at a distance from Shiretown. At the initial 
interviews, designated teachers raised cross-boundary issues as a factor that could 
inhibit multi-agency collaboration, both because of different local authority 
procedures and because the distance could militate against regular 
communication. The end of study survey of social workers also indicated lower 
levels of collaboration with schools some distance from Shiretown. 
Fletcher-Campbell et al. (2004) identified the need for designated teachers to 
have the time as well as the commitment to fulfil the responsibilities of the role. 
In the initial interviews, some of the designated teachers identified lack of time as 
a barrier to effective collaboration. This was evidenced by the incident of "PEPs 
- Not", where it appeared that the perceived magnitude of effectively undertaking 
the task had prevented collaboration, although the designated teacher was 
committed to the process. 
Initially, the prescriptive curricula at Key Stages 4 and 5 were identified by two 
of the designated teachers as a factor militating against the performance/ 
development of some looked after pupils. The number of looked after pupils who 
were being educated in Education Other would appear to support this, in that this 
establishment had the flexibility in provision of education packages that the 
schools lacked (see, for example, Dan - pp. 107-109), although opportunities 
were increasing for schools to access some of these. From the school's 
perspective the designated teachers expressed some concern that school league 
tables militated against inclusion and would, therefore, impact unfavourably on 
the school's ability to provide the support necessary to improve the educational 
achievement of looked after pupils. For schools, the pupils for whom the 
traditional Key Stage 4 curriculum was not appropriate, were those who would 
have a detrimental effect on their `league table position'. Whilst this was 
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mentioned by two of the designated teachers at the initial interviews, it was not 
supported at end of study interviews, when the inclusion agenda appeared to have 
been embraced. This was in concert with the high-profile Government agenda for 
inclusion in mainstream schools for all but those young people with the most 
complex and profound special educational needs. Therefore, this could account 
for this change in perception. The designated teacher for Education Other still 
believed that mainstream schools were mindful of their position in the league 
tables but believed that the schools were - 
" ... not firstly and overwhelmingly dedicated to league 
tables but they [were] a victim of them. " (ZL, 2004) 
The factors in the schools that facilitated multi-agency working were identified by 
the designated teachers as the implementation of their role, in that it provided a 
contact point, fast track and channel for communication and facilitated someone 
having an overview. At the end of the study interviews, two of the designated 
teachers felt that their role had improved communication with social workers. 
The other two felt that, whilst there had been some improvement, there were still 
considerable difficulties. It may be pertinent that these two were designated 
teachers who delegated most of the tasks to other school staff. 
"Ensuring effective working relationships, within and 
between agencies, involves ... establishing and maintaining 
regular communication. " (Harker et al., 2004a, p. 186) 
The school having a good pastoral system and an ethos of inclusion were 
highlighted by the designated teachers as being factors that facilitated and 
promoted multi-agency working. This was reinforced by one of the social 
workers who commented that the corporate parenting role presented less of a 
challenge to schools that were open to protecting/promoting the well-being of 
vulnerable children. 
The study did evidence examples of good collaboration (see case studies re. 
Trudy, Zena, Wendy, Ian, Dan, Kristian - Chapter 5). Where this occurred, it 
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would appear that the pre-requisites for multi-agency working were achieved, i. e. 
good information sharing that facilitated shared understanding and goals, good 
communication and an understanding of others' roles and responsibilities. All of 
the designated teachers agreed that, during the study period, there had been some 
improvement in teachers' and social workers' understanding of each other's jobs. 
Both designated teachers and social workers expressed concern about levels and 
frequency of contact/communication, in that for the majority it was either to 
implement or review a PEP or in response to a crisis. Vernon and Sinclair (1998) 
stated that - 
66 ... a commitment to grasping and exploiting all 
opportunities for a collaborative approach is crucial to the 
development of collaboration. " (p. 2) 
2. Within the sample schools, did the designated teachers ofpupils in public 
care facilitate schools engaging in the process of collaborative working? 
The role of the designated teacher was introduced by the publication of The 
Guidance on the Education of Young People in Public Care (DfEE/DoH, 2000). 
The Guidance stated that the designated teacher- 
"... should be an advocate for young people in public care, 
accessing services and support and ensuring that the school 
shares and supports high expectations for them. " (p. 32) 
However, there was recognition that the young people may choose to trust talking 
to a member of school staff other than the designated teacher. The Guidance 
suggested that this flexible approach was - 
" ... the most effective, as 
long as the designated teacher is 
available to ensure that support is properly co-ordinated. " 
(p. 33) 
The designated teachers in the sample schools had both differing perceptions and 
practices on how they undertook the role. This aligned with the literature, 
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reporting on the role of the designated teacher. The SEU report (2002) 
highlighted that the role could contribute to teachers not undertaking any 
responsibility to looked after pupils, seeing this group as the preserve of the 
designated teacher. In contrast to this, Fletcher-Campbell et al. (2004) identified 
that many designated teachers regarded themselves as a facilitator within a 
support team. This research also found that there was wide variation in whether 
designated teachers undertook or delegated all the tasks associated with looked 
after pupils. 
In the initial interviews, the two secondary school designated teachers stated their 
intention of delegating tasks to others, whilst retaining an overview. In practice, 
in Mainstream C, the designated teacher was completely involved in PEP 
completion and other meetings which arose as a result of the target-setting process 
embedded in PEPS (e. g. improving George's attendance rate) but remained very 
removed from the process identifying that Lennie was inappropriately placed at 
the school, even suggesting that he should be permanently excluded to ensure that 
the LEA and Social Services identified an alternative provision. It appeared that 
because he was on the autistic disorder spectrum (ASD), this was identified as the 
main issue and his looked after status was overlooked. This supposition would 
explain Shiretown's Teacher/Advisor for Looked After Children, not being 
informed of the difficulty until quite late in the process. In terms of the 
management of young people with ASD, further research and case study would 
need to be undertaken to ascertain whether the changes, to his care arrangements, 
were the main cause of Lennie's difficulties, manifested in behavioural terms in 
the educational setting. 
At Mainstream A School, the designated teacher, whilst retaining an involvement 
in all of the incidents involving looked after pupils, delegated tasks to others, e. g. 
Heads of Year, form teachers, etc. He remained the conduit or link for social 
workers and carers throughout the processes. This resulted in good and accessible 
communication between all the agencies. To facilitate this, the designated teacher 
communicated, both regularly and in response to difficulties, with the 
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Teacher/Advisor for Looked After Children, who liaised with the appropriate 
workers in Social Services. 
At Special L School, the designated teacher undertook several tasks associated 
with the role but delegated those that were more appropriately undertaken by 
others, whilst still retaining a watching brief. An example of this was the transfer 
of Trudy to mainstream school, which necessitated the involvement of the 
inclusion teacher. Again, because of her involvement, there was good 
communication between all agencies. The situation was the same at Education 
Other, with the majority of tasks being delegated and a good communication 
system, facilitated by the designated teacher. 
At Special B, the tasks associated with the role were neither undertaken by the 
designated teacher nor delegated to others. There was no recognition of the 
difficulties experienced by looked after pupils. This could be because the school 
catered for pupils with behavioural, emotional and social difficulties, looked after 
pupils displayed very little, if any, difference to the rest of the pupil population of 
the school, in terms of behaviour or achievement. Without the recognition of their 
additional difficulties, there was no commitment to collaborative working with 
other agencies. In effect, it appeared that rather than facilitate collaborative 
working, the designated teacher/Head of Special B prevented it. 
In summary, in three of the sample schools the designated teacher facilitated their 
schools engaging in multi-agency collaboration to improve the educational 
experiences of Shiretown's population of young people in public care. In a fourth 
(Mainstream C School), whilst there appeared to be a commitment to the role, the 
designated teacher was not consistent in facilitating the school to work co- 
operatively with other agencies. There was some recognition from her that some 
of the school's staff did not "take .. on 
board" the difficulties of looked after 
pupils (CH, 2004). 
This was the position in just five of the schools where some of Shiretown's looked 
after pupils attended. The social workers surveyed gave some indication of their 
perceptions on the role of designated teachers in all the schools attended by the 
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young people they worked with. The situation indicated by the respondents was 
very different, with the majority ("/is) not having contact with all of the 
designated teachers in the schools liaised with. However, given that they had 
contact with other members of the school staff, it is not clear whether the 
designated teachers had an overview, facilitated the contact, or were not involved. 
Future research would need to ascertain this. The other variable in this was the 
geographical location of the school, in terms of its proximity to Shiretown, with 
less collaboration occurring at greater distances. Given that the sample schools 
were in, or extremely close to, Shiretown, the apparent difference in the role of 
designated teacher in these schools, in terms of facilitating the schools engaging in 
collaborative working could be due to this. 
3. Given that factors had been identified that accounted for/contributed to the 
under-achievement in education of looked after children, what solutions were 
effective in overcoming these within the sample schools? 
The factors that accounted for/contributed to the under-achievement in education 
of looked after children have been well documented. In the report on "Raising 
the educational attainment of children in care", Bhabra et al. (2002) identified the 
following aspects of school that had the greatest influence - 
i. Ethos of inclusion. 
ii. High expectations of the children together with knowledge 
and understanding of the issues faced by children in care. 
iii. Continuity of school placement and `stable' staffing. 
iv. A balance between understanding the needs of the young 
people in care and not making them feel `different'. 
All four of the designated teachers interviewed at the end of the study believed 
that their schools had an inclusive ethos, where children were cared for. Four of 
the five designated teachers in the overall sample had an understanding of the 
distinct difficulties of looked after young people in general and most of them had 
a good understanding of the issues that individual young people had faced. 
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Where there was good information sharing, this facilitated a greater 
understanding and a greater willingness to improve the educational experience of 
these young people. All of the four designated teachers displayed a sensitivity to 
not making the young people feel `different'. 
In terms of continuity of school placements, the designated teacher at Mainstream 
A. School demonstrated her commitment to this for Ian, in that she was opposed 
to him having a change of school at the end of Year 9. This had been suggested 
by his carers as a solution to his poor behaviour in school. The designated 
teacher was committed to effecting an improvement in his behaviour to enable 
him to complete his education at the school. Similarly, she undertook extensive 
work with Wendy to effect an improvement in behaviour. Both young people 
appeared to respond to these high expectations in terms of their behaviour. For 
Wendy this impacted positively on her attainment. For Trudy (at Special L), 
although the designated teacher's intervention resulted in a change of school, it 
was so carefully planned and executed, to occur at a normal transition stage, that 
it was a very positive experience for her. Again the high expectations of those 
involved, including the designated teachers from Special L and Mainstream 
ASchools, undoubtedly contributed to Trudy making a very successful transition 
from special to mainstream school. These examples would seem to confirm 
Elliott's (2002) work on teacher expectations, re. self-fulfilling prophecy theory. 
For some other young people, the change of school placement was in response to 
their needs and appeared to be positive (e. g. Lennie, Zena). Therefore, it would 
seem, that whilst stability is important, it should not be maintained at the expense 
of the young person's happiness, as both of these young people were displaying 
behaviour that appeared to be a result of their discomfort and unhappiness. 
Linda's permanent exclusion resulted in a similar move and seems to highlight 
the need to find the appropriate provision for each young person. The literature 
on alternative curricula at Key Stage 4 indicates that some looked after young 
people may benefit from this flexibility (see, for example, Fletcher-Campbell, 
1997; DIES, 2002; Cullen et al., 2004a). 
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The literature identified that lack of a shared goal, lack of understanding of the 
roles and responsibilities of those involved in corporate parenting and lack of 
collaborative working were major causes of the under-achievement in education 
of looked after children (see, for example, SSI/Ofsted, 1995; Fletcher-Campbell, 
1997; Jackson, 2001). Effective collaborative working will ensure the formation 
of shared goals and understandings. Therefore, it would appear that the 
facilitation of this is the single most effective solution in overcoming the 
identified factors. The role of designated teacher provides part of the 
collaboration structure that Vernon and Sinclair (1998) reported gave 
opportunities for interaction resulting in an increased understanding and 
appreciation of other professionals' roles. 
4. How could designated teachers, in the sample schools, address the needs of 
looked after children to improve their educational experience? 
The Guidance on the Education of Young People in Public Care (DfES 2000) 
established the post of designated teacher of looked after children. The 
expectations of a postholder was that the person - 
1) would have an understanding about care and the impact of care upon 
education; 
2) would be in a position with sufficient authority to influence school 
policy and practice; 
3) would be an advocate for young people in public care accessing 
services and support; 
4) would ensure that the school shares and supports high expectations 
for them; 
5) would ensure speedy transfer of educational information between 
agencies and individuals; 
6) would ensure that each child has a Personal Education Plan and that 
the Home-School Agreement is drawn up with the primary carer; 
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7) may have a wider remit for all children receiving assistance from 
social services, which would make it less likely that young people 
would feel singled out, and 
8) may delegate work to other members of the school staff but be 
available to ensure that support is properly co-ordinated. 
Clearly, these were the expectations that the DfES had of the post of designated 
teacher to improve the educational experience of looked after children. Where 
there was evidence of the designated teachers in the sample schools fulfilling this 
brief, it was evident that the school engaged in the collaborative process 
necessary to undertake the tasks associated with corporate parenting. Table 7.2 
below summarises the extent to which the case studies in the research indicate 
that the designated teachers in the sample schools met the Government's brief for 
the role: 
Table 7.2 Evidence that designated teachers in sample schools met the Government's brief for the role as outlined 
in DfEE/Doll Guidance on the Education of Young People in Public Care (DfEE/DoH, 2000) 
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Mainstream A Always Always Always Always Always Always Always Always 
Mainstream C Always Sometimes Sometimes Always Sometimes Always Always Sometimes 
Special L Always Always Always Always Always Always Always Always 
Special B Ne`'x Always Never Sometimes Never Sometimes Always Never 
Education Other Always Always Always Always Always Sometimes Always Always 
The case studies indicated that where the role of the designated teacher indicated 
an improvement to the educational experience of an individual looked after 
child/young person, most of the Government's suggested requisites for the post 
had been fulfilled. The tabulation would indicate that the designated teachers at 
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Mainstream A and Special L had provided the most positive outcomes for their 
looked after pupils. Education Other was close, almost on a par with them, with 
the postholder at Mainstream C having a less positive effect. The designated 
teacher at Special B appeared to have not had any positive effect on the education 
of the looked after pupils in that school. These statements are tabulated below 
(Table 7.3): 
Table 73 Impact of designated teacher role in case studies 
School Positive Effect No recognisable Negative effect 
effect 
Mainstream A Wendy 
Ian 
Trudy* 
Mainstream C Zena* George* 
Lennie 
Special L Trudy* 
Kristian 
Special B Mark 
Colin 
Education Other Zena* George* 
Dan 
Therefore, it would appear that if the recommendations/requisites for the post of 
designated teacher for young people in public care (DfES, 2000) were met, the 
looked after pupils in their schools were likely to benefit from an improvement in 
their educational experience, by virtue of the multi-agency collaboration that the 
postholder facilitated. All of the designated teachers in the sample schools were 
in a position of authority to "make things happen" (DfEE/DoH, 2000 p. 31) - two 
Headteachers (Education Other and Special B School), one Associate 
Headteacher (Special L School) and two deputy heads (Mainstream A and C 
Schools). Therefore, it would appear that there must be other factors that 
accounted for the variation in the success of their facilitation of multi-agency co- 
operation/collaboration. This will be explored in considering question 5. 
5. What were the characteristics of designated teachers, in the sample schools, 
who facilitated effective multi-agency co-operation/collaboration, in terms of 
training, experience and position? 
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As previously stated, all of the designated teachers in the sample schools were 
part of their school's senior management teams. This should have facilitated 
them having the ability to influence both school policy and the practice of the 
teachers in their individual schools. All of them had considerable experience of 
teaching and all had pastoral responsibilities, which gave them the "wider remit 
for all children receiving assistance from social services" (DfEE/DoH, 2000, p. 
31) that the Guidance recommended, to avoid looked after pupils feeling singled 
out. Therefore, their experience and position were commensurate with them 
being able to undertake effectively the role of designated teacher in their 
individual establishments. However, the research indicates that there was 
considerable variation in their execution of the role, in terms of the outcomes for 
the looked after pupils in their schools. What other factors impacted on the role, 
in terms of its effectiveness in improving the educational experience of the looked 
after pupils in their schools? 
Given that schools are autonomous in their organisation, whilst both deputy heads 
(in Mainstream A and C Schools) had pastoral responsibilities, their teaching 
commitments were very different with the designated teacher in Mainstream C 
having a much larger teaching timetable than her counterpart in Mainstream A. 
The literature indicates that time to fulfil the role of designated teacher was 
variable in schools. The SEU (2002) reported that where designated teachers 
were not given non-contact time to undertake the role, effective liaison with other 
agencies was more difficult to establish. 
The factors of authority and time would appear to align with the DIES 
expectations for the postholders [items 2), 5) and 8) - see pages 180-181). 
Obviously the point made by the postholder in Mainstream C about the number of 
looked after pupils in the school is also pertinent, as is the delegation of tasks. 
However, one might presume that the number of looked after pupils in a school 
ceases to be of such importance if all of the teachers have an understanding about 
care and its impact on education and are aware of the school's policies and 
strategies to improve the educational experience of looked after pupils. The 
Government's expectation was that designated teachers would attend training on 
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these topics. Shiretown Borough Council had presented both half-day seminars 
and twilight training sessions on these topics. The neighbouring local authority 
where Special L School was located had similarly offered a variety of training 
events. Of the five designated teachers, three had accessed some of this training 
(Mainstream A and C and Special L Schools). The designated teacher of 
Education Other had delegated this to the teachers in charge of the three pupil 
referral units he managed. In addition, he arranged for discrete training on the 
topic to be presented to the whole staff group of Education Other. The 
Headteacher of Special B School did not attend any of the training offered nor 
send a member of staff from the school. As well as training providing the 
knowledge for the designated teacher to disseminate to the whole school staff, at 
the initial interviews, it was recognised by all of the designated teachers as being 
effective in facilitating multi-agency working. Work in three English local 
authorities to promote effective inter-agency collaboration around the education 
of looked after children, found that 
"... joint training activities were highly valued by personnel 
... as a means of crossing boundaries and 
developing trust 
between staff. " (Dyson eta!., 1998, p. 5) 
Not only are there these practical benefits from attending joint training but 
committing the time to undertake this could also been viewed as a measure of 
acknowledging that this group of vulnerable pupils have additional difficulties 
that impact on their education and of the individual's commitment to the role of 
designated teacher. Without this, it would appear unlikely that the designated 
teacher would be in a position to undertake the advocacy role that the Guidance 
recommended. Similarly, without an understanding of the problems and 
difficulties experienced by looked after children and the impact of this on 
education, it could be difficult to have and promote the high expectations that 
have been identified as necessary to improve their educational achievements, as a 
means of improving their life chances. 
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Conclusion 
"Whilst it seems intuitively plausible to consider that more 
effective joint working and active promotion of the need to 
support looked after children's education are likely to result 
in improved experiences and outcomes, at present there is no 
research of statistical evidence to substantiate this view. " 
(Harker et al., 2004a, pp. 19-20) 
This study can only add a small amount of data to support the intuitive notion that 
corporate parenting and the multi-agency collaboration associated with this 
concept will improve the educational experiences and outcomes for looked after 
pupils. However, it is my belief that the study does show some movement in the 
willingness and actions of teachers and social workers to work together to achieve 
a shared goal. Whilst good practice is still variable on the side of both 
professions, when individuals who are committed to corporate parenting liaise 
with similarly minded workers, there is a good outcome for the young person. A 
recent unsolicited comment from Wendy and Ian's social worker reinforced this, 
when she stated the belief that - 
"Both of them would have been permanently excluded, if 
they were not looked after. " (Jen, 4/4/2005) 
The Guidance (DfEE/DoH, 2000) highlighted that, prior to its publication, looked 
after children were statistically much more likely to be permanently excluded than 
the general population of school pupils. Therefore, this situation could indicate a 
significant change to the practice of the school they attend. 
The change has been slower than anticipated and demanded by the Government 
and it has not been evidenced by achieving the targets set for local authorities 
around achievement and attendance. Five years is a relatively short period to 
achieve change of such a fundamental nature and it may be that the Government 
may have to use different tools to measure progress, e. g. indicators of value-added 
progression. 
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Other initiatives introduced by the Government to improve social mobility have 
similarly failed. Lightfoot (Telegraph, 25/04/2005) reported on the centralised 
secondary school admission system resulting in a sharp rise in the number of 
privately educated children gaining state grammar school places. She reported 
that parental choice was "a reality only for well-off families. " 
First highlighted in 1976 (Essen et al. ) and with significant research studies being 
undertaken in the late 1980's (Jackson, 1987; Fletcher-Campbell and Hall, 1990), 
there has been long-standing recognition of the difficulties in education of looked 
after children, resulting in under-achievement. To address these issues, the 
government has introduced several initiatives (see, for example, DfE, 1994; 
Ofsted/SSI, 1995; DfEE/DoH, 2000; SEU, 2003). These initiatives not only 
highlighted the problems and causes but also suggested methods of effecting 
improvement. In terms of this study, the most significant were the introduction of 
designated teachers and personal education plans for young people in public care 
(DIEEIDoH, 2000). The identification of a designated teacher had been 
recommended, but widely ignored, in the 1994 Circular (LAC[94]). Whilst the 
2000 Guidance resulted in schools appointing someone to the post, the expected 
outcomes in terms of improved educational achievement did not meet the 
Government's targets. This study has illustrated that having a person in the post 
does not ensure improvement to collaboration with other agencies or the 
experiences of the young people. The culture and ethos of the school and the 
experience, training and perceptions of the postholder impact on the effectiveness 
of the post. 
Given that research has identified many factors that impact on the education of 
looked after children, e. g. stability of placement, expectations, etc, it is not 
surprising that the initiatives that have been introduced have not had the desired or 
expected outcomes. The previous Government guidances were largely non- 
statutory, although the inspection processes of SSI and Ofsted reported on the 
educational achievements of looked after children. For most schools, this was a 
very minor part of the process, given the small number (if any) in any one school. 
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Although outside of the research period of this study, there are now new 
Government initiatives that attempt to address the educational under-achievement 
of looked after children. The Children Act 2004 places a new duty on local 
authorities to promote their educational achievement. The statutory guidance to 
implement this describes the essential actions which local authorities are expected 
to take in order to raise their educational achievement, including making sure all 
looked after children - 
" "have their educational needs properly identified; 
9 are provided with appropriate education; 
" are involved with schools' designated teachers in drawing up ... PEPs. " 
(DIES, 2005b) 
The guidance is not new thinking but it places a statutory duty on local authorities 
to undertake actions. For Shiretown, this should ensure that there is not the team 
variation illustrated in this study. 
The Every Child Matters: Change for Children (DfES, 2004a), underpinned by 
the Children Act 2004, should provide the framework for collaborative working, 
in that it states that better outcomes depend on the integration of universal services 
and bringing services together around the needs of the child. 
Through partnership, the Government's vision for children's services is for 
children and young people to - 
" `Be healthy 
" Stay safe 
" Enjoy and achieve 
Make a positive contribution 
" Achieve economic well-being" (DfES, 2004a) 
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To achieve the last three of these for looked after children and young people, it is 
paramount that there is an improvement to their educational achievement. The 
introduction of Children's Trusts, which incorporate all the partner agencies, e. g. 
schools, Children's Services and health, should provide the framework to 
effectively undertake this work. 
Limitations 
Whilst this study explored the contribution of designated teachers to corporate 
parenting for Shiretown's population of young people in public care, there were 
several limitations: 
a) The sample size was small and only included secondary provision. Although I 
attempted to explore whether the type of school, e. g. mainstream or special, 
impacted on the role of the designated teacher, because the categories of 
specialism of the two special schools were different, it meant that it was not 
possible to draw any conclusions on type of provision as a significant variable. 
b) The survey of social workers indicated that location was a factor in 
determining whether or not they could establish collaborative working. Of the 
five schools in the sample, four were situated in and the fifth was very close to 
Shiretown. However, many of Shiretown's looked after pupils were in 
placements and schools at some distance from Shiretown and this was not 
represented in the sample. 
c) The concept of corporate parenting includes many more partners than teachers 
and social workers. Most significant of these would be carers and this was 
highlighted in the interviews with the young people, in that the majority of 
them identified their carer as being the main supporter of their education. 
Carers were not surveyed to ascertain their perceptions on corporate parenting. 
d) In researching the five designated teachers, my own role as Teacher/Advisor 
for Looked After Children impacted on the interventions and subsequent 
outcomes. This was probably best evidenced by the incident of Lennie. Until 
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I was aware of the situation and became involved, the proposal from the 
designated teacher was to permanently exclude him to force the social worker 
and LEA to identify an appropriate school place for him. This situation had 
arisen because the social worker was not co-operating with the school. With 
my involvement, transfer to an appropriate placement was achieved without 
resort to disciplinary action. This incident highlighted that - 
"While designated teachers may be keen to collaborate with 
other colleagues, they are dependent on an effective response 
and cannot achieve the necessary outcomes without mutual 
respect for the task. " (Fletcher-Campbell et al., 2004, p. 132) 
Whilst my position had some influence on the outcomes, I believe that it also 
facilitated me being able to have access to data that I would not be able to as 
an independent researcher. 
Recommendations 
All of the above limitations would appear to indicate areas for further research. 
Whilst this study does not provide the statistical evidence to substantiate the 
notion that corporate parenting will enhance the educational experiences and 
outcomes for looked after pupils, I believe that it gives examples that good 
collaborative practice has positive outcomes for looked after pupils. Therefore, 
my recommendations are around consolidating this good practice and facilitating 
frameworks for collaboration. Shiretown should ensure that social workers 
engage in the collaborative process with designated teachers and schools. 
Harker et al. (2004a) identified that 
" ... the social services system did not afford sufficient 
specialisation in educational issues or promote the need for 
effective communication and liaison between individual 
social workers and schools. " (p. 4) 
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However, the survey of social workers indicated that there were some examples of 
good practice and that this appeared to be a team-based. Quality assurance should 
ensure that social workers in all teams, working with looked after young people, 
undertake regular liaison with the schools attended by the young people. This 
should be monitored by the regular supervision sessions with Team 
Managers/Assistant Team Managers and the statutory review process. 
In addition to joint training for all involved in corporate parenting, good practice 
needs to be disseminated to all schools and this could be achieved by the 
formation of a network of designated teachers, as recommended by the Guidance 
(DfEE/DoH, 2000, p. 33). In this way, the hope would be that all teachers will 
recognise the very special needs of looked after young people and, as corporate 
parents - 
... try to provide the 
kind of support that any good 
parent would give to their children. ... to make sure that 
children in public care get a good start in life. " 
(DfEEIDoH, 2000, p. 50) 
Contribution of Study 
The study has confirmed the assertions made by the literature (DfEE/DoH, 2000), 
through the provision of empirical data, in terms of the prerequisites and 
conditions for the role of the designated teacher to facilitate corporate parenting. 
It has also demonstrated the improvement to the educational experience of 
Shiretown's looked after pupils, when these are present. Furthermore, based on 
this, the rich nature of the data obtained has enabled identification of areas of 
further research, which could further enhance understanding in this important 
area. The study has also facilitated the formulation of recommendations to build 
upon good practice and actions necessary to build multi-agency working that is 
necessary to implement the principles of corporate parenting. 
The serial failure of so many initiatives to improve the educational achievement of 
this vulnerable group is disappointing. Therefore, the major contribution of this 
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study is the illustration of the positives that can be achieved by effective 
collaboration and the possibilities of extending the practice, so that there can be 
improvements in the educational experiences of Shiretown's cohort of looked 
after children and young people. 
In terms of the author's personal development, Cornelius, Gray and Moore (1999) 
suggested that research can both enrich the lives of those being researched and 
enhance the researcher's self esteem. The analysis involved in undertaking this 
research study has involved the author being a reflective practitioner, which 
undoubtedly leads to changing and improving professional practice, which can 
benefit both practitioner and client. Cooke (2005) supported this view, with the 
statement that - 
"Reflective practice has been shown to improve both client 
care and practitioner role satisfaction. " (p. 248) 
As well as acquiring some mastery of the research tools, the reading necessary for 
the literature review empowered the author in having some expertise of areas that 
impact on looked after children. This undoubtedly strengthened the advocacy 
element of the Teacher/Advisor role, when dealing with other professionals. 
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APPENDIX 1 
Extract from "The Guidance on the Education of Young People in Public 
Care" - (DfEEIDoH, 2000). Pages 31-33 
Designated teachers 
5.27 Day-to-day schooling has the potential to improve significantly the quality 
of life of children in public care In recognition of this, Circular 13/9411 
recommended that headteachers in primary schools and year tutors in secondary 
schools "hold a watching brief for all children being looked after" While some 
schools may have acted upon this advice, research and practice suggest that this 
approach has not been widespread There are often no formal arrangements by 
which schools work with social services and LEAs to improve educational 
outcomes for children and young people in public care. 
There is evidence that schools with inclusive policies, robust pastoral systems and 
clear lines of communication with outside agencies are more likely to offer 
effective support to any child who is 'different'. But this does not provide a 
sufficient safeguard for children in public care. Having a designated teacher, who 
understands about care and the impact of care upon education, in each school is 
critical to making joint working a reality. Schools will need to decide who is the 
most appropriate person to fill this role. It would be desirable for it to be someone 
with sufficient authority to influence school policy and practice. 
5.29 A designated teacher, with sufficient authority to make things happen, is 
an important resource for the child, carers and parents, social workers and other 
teachers, school governors and support staff. She or he should be an advocate for 
young people in public care, accessing services and support, and ensuring that the 
school shares and supports high expectations for them. The designated teacher 
should also ensure speedy transfer of educational information between agencies 
and individuals, and ensure that each child has a Personal Education Plan (see 
paragraph 5.17) and that a Home-School Agreement is drawn up with the primary 
carer. This should happen even when the child's stay is thought to be only 
temporary as young people who are in and out of care are likely to experience 
disruption in their education and similar disadvantages to those who are in public 
care for longer periods. 
5.30 The designated teacher might be well placed to take on a wider remit 
covering all children receiving assistance from social services. This might be 
particularly advisable in smaller schools. Some young people in care have 
suggested that giving designated teachers a wider remit would be a good idea, as 
this would make it less likely that young people would feel singled out. 
5.31 They also would prefer to choose who they would trust to talk to, and this 
would not necessarily be the designated teacher. This flexible approach to 
supporting young people is likely to be the most effective as long as the 
designated teacher is available to ensure that support is properly co-ordinated. 
5.32 The local authority should provide designated teachers with training 
202 
which should cover all aspects of the care system and the impact of care upon 
education, responsibilities under the Children Act and associated Regulations, and 
the role of the school in relation to care planning and statutory Reviews. 
5.33 A network of designated teachers would strengthen the overall role of the 
local authority in acting as corporate parent, by sharing expertise about tailored 
packages of support, preventing unnecessary moves of school or exclusion and 
minimising delay. Local Authorities should keep a list of designated teachers not 
only for their own internal communication and networking but also to assist other 
authorities that have placed children within the authority. 
5.34 To summarise. schools should designate a teacher to act as a resource and 
advocate for children and young people in public care. LEAs and SSDs should 
co-ordinate suitable training for them and maintain an up-to-date list of designated 
teachers in schools in their area. 
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APPENDIX 3 
SEMI-STRUCTURED INTERVIEW FOR DESIGNATED TEACHERS 
1. Would you like to talk to me about some of the difficulties that this school 
has experienced with the any of the pupils because they are looked after? 
Probes: difficulties with - 
Learning 
Behaviour - exclusions? 
Attendance 
Motivation - coursework/homework 
completion 
Disaffection 
Lack of success - their or your perceptions 
2. What do you think that social workers and carers could do to attempt to 
improve the educational experience of these young people? 
Probes: Messages: importance of education 
Support youngsters 
Support schools 
3. Is there anything that schools/teachers could do differently to improve the 
situation for looked after children? 
Probes: Support for pupils 
Collaboration with carers/workers 
4. Can you give an example of where you feel there has been good collaboration 
between yourself and Social Services which has resulted in a good outcome 
for a young person? 
Probes: Ti hat did the social worker/carer/other do? Why was this 
successful? What did the school do to involve them? 
5. Can you give any other examples of when this approach has worked? 
6. Can you give me an example of where neither carers nor a social worker has 
been involved with a school in an attempt to resolve difficulties for a looked 
after child? 
Probes: T iTrat was the outcome? 
Were carers/social worker aware that there were any 
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difficulties? 
Did the school try to get them involved? If not, why not? 
Was this an isolated case or have you other examples? 
Having had this experience how would you now tackle a similar situation? 
7. What do you think are the barriers/difficulties in securing co-operation/ 
collaboration between schools, social workers and carers for the young 
people in public care? 
Probes: Do the roles of those involved in corporate parenting (i. e. 
schools, social workers, carers, parents) need to be more 
clearly defined? 
Should social workers take a more leading role? 
Does social worker intervention interfere with your 
relationship with carers? 
8. Have you any ideas on how we can establish a framework for collaboration 
between schools, social workers and carers? 
Probe: T iirat can we do so that we do not just respond to crisis 
situations? 
This is a true representation of my discussion and I give permission for it to be 
used in the research study. 
Signed: Date: 
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APPENDIX 4 
SEMI-STRUCTURED INTERVIEW FOR DESIGNATED TEACHERS 
S. B. Designated teacher for school for pupils with learning 
difficulties in neighbouring lea. 
Interview conducted: June 2002 
JH: Would you like to talk to me about some of 
the difficulties that this school has 
experienced with the any of the pupils because 
they are looked after? 
Difficulties of SB: Most of the pupils ... most of the problems we 
multi-agency have with our looked after pupils is a lack of... 
working? rm ... cohesion sometimes with whom we are Roles of those dealing, with our lack of knowledge with whether involved in 
we should be using any different strategies than corporate 
parenting. we do with pupils who are not looked after. And 
that is particularly relevant in terms of things like ... 
elm ... abuse, procedures, 
detentions, parents' 
evenings ... all of 
the things where we would have 
more contact with parents ... and more contact 
with parents doesn't always work, but there are Training 
sometimes problems if the child is looked after, issues framework 
for collaborative particularly if they are looked after by ... we 
have 
working got one child looked after by L. and, for example, 
practices? we have difficulty knowing whether L. are coming, 
how much we should be giving to L., what we 
should be ... 
there is no clear guidelines about ... 
articularly from Social Services about this what 
we would like education to do with our looked after 
children. 
JH: How have these difficulties manifested 
themselves with the actual kids, I mean Attendance learning, behaviour ... better - because 
special school 
and associated SB: Noticeably, no ... I ... I would think you 
transport would get more of a picture of that within a 
provision? mainstream setting because a lot of our pupils 
anyway ... attendance, certainly not no. In fact if 
anything, to be honest, attendance tends to be 
better with looked after children. With motivation, 
Are issues have not noticed any differences 
around 
motivation 
different in 
special 
school? 
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JH: What do you think that social workers and 
carers could do to attempt to improve the 
educational experience of these young people? 
SB: / think the schools ... erm ... primarily make 
contact with the child's teacher, come to things like 
the parents' evenings so that they are aware of 
what they are being taught. Maybe have close 
Corporate links with school activities, so that if there was a ... 
parenting an activity day, that parents were coming to, carers 
issues and perhaps social workers would come to. We ... 
we've not ever gone down that road but / have 
often thought that it would be ... particularly when 
our pupils are in residential homes, nice for their 
keyworkers to come and, in fact, ... is it okay if 
ramble on like this? 
JH: Yes, absolutely. 
SB: This year we have a pupils who ... a 
looked 
after child in care with W., living in a residential 
home and we wanted him to come on our school 
residential but because of the specific problems 
that he has got ... 
there are lots of problems with 
that but, in fact, his keyworkers came with him on 
school residential and I was really pleased with 
that and that worked really well. They had to do it 
in two shifts - they had to send someone Monday, Example of 
positive 
Tuesday and Wednesday; somebody Thursday, 
collaborative Friday. Erm ... 
but it was excellent, it really 
vvorking. worked and I was pleased about that. I thought we 
will be able to do this again. It took quite a bit of 
setting up but the home that the boy is living in 
were very co-operative as well; they'd wanted to 
do it and we wanted it. It was the first time we had 
done anything like that and it worked well. 
JH: Or ... or perhaps again, 
because it is a 
special school, this is not the same sort of 
(load thing ... erm ... 
do carers and social workers 
experiences of give the right messages about the importance 
collaborative of education? working 
\ýSB: Here within B. setting we have nothing but 
Staff of former 
positive input. The only time I professionally ever 
came upon a problem with that was when / was at residential 
children's home R. and the home in S. P. H.... that ... that 
quite a 
not encouraging lot of the students lived in ... erm ... there was no 
supporting support for homework, there was no support for 
education of 
young people. 
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actual attendance. / know they had a very difficult 
client group there ... erm ... 
relationships then between staff and staff in that 
particular residential setting were not good ... erm A%%arencss of ... and 
I think traditionally they have not been 
identified difficult good. When / went for a job in B. once, which 
was ... erm ...... erm ... 
dealing a lot with EBD 
children, one of the things that the ... 
/ was asked 
in the interview, was how would I forge links with 
residential care workers particularly and schools 
because that, in B. anyway, at that time which 
was about 3 years ago was perceived as a big 
problem, a big breakdown in the educational value 
of what was going on. Personally, / haven't found 
it here. 
JH: Is there anything that schools or 
teachers could do differently to improve the 
situation for looked after children? Or perhaps 
that is what you said, going back to the 
beginning, that you need more 
knowledge/more guidance from Social 
Services,. 
SB: Yes, yes and ... 
I think a greater 
awareness of the personal circumstances of the 
pupil, so that if you are having a looked after child 
coming into your class ... 
I mean it is something 
Information that I want ... well, 
it is something that I do do 
sharing here, is to make sure that the teacher concerned is 
ware of the background, is aware of the 
circumstances, is aware of potential problems that 
the child might be experiencing, which were not 
always you would just get a child come into your iinin' need? lass and... erm ... you would read their file. It is heightening our awareness as well of what is 
happening in that particular pupil's life that could 
be impinging on ... 
JH: And that has got to be information given 
to you by Social Services. 
SB: It has really, yes. 
JH: Can you give an example of where you 
feel there has been good collaboration 
between yourself and Social Services (carers, 
social workers, whatever) which has resulted 
in a good outcome for a young person? 
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SB: One that springs to mind was the 
residential last year, which was hugely important 
... erm ... 
for the 13 year old lad concerned who 
desperately wanted to go on the residential. It was 
an enormously positive outcome for him. More Another 
recently, we worked closely with social workers in example 
of ---'OShiretown with a 
family to get ... erm ... pupils put 
working on the child protection register. The outcome was 
together satisfactory and it took quite a bit of collaboration. 
JH: They are quite few and far between 
then? You have to think? 
SB: They are. They are really ... erm ... Inherent mistrust between social workers and 
Barrier to teachers and it is both ways ... you 
know, a multi- 
working together. faceted mix. About 5,6,7 years ago I went to a 
day put on where social workers had to get 
together and put up on a wall what their 
impressions of teachers were and we all had to put 
up our perceptions of social workers and it was, 
you know they see us as people drifting around in 
life without any real purpose and they were real 
perceptions. The stereotypes were very strong. 
JH: Em, so one of things is more and more 
joint training - multi-professional training. 
Multi-azencý 
training? SB: I think it is a huge way forward. 
JH: Have [neighbouring local authority] 
given you training yet as a designated teacher? 
SB: They have a lot of input from The National 
Children's Homes, a woman called S. M. 
JH: She doesn't work for the NCH any more; 
she works for A. 
On the other hand then, we were talking about 
positive examples of collaboration, can you give 
me an example of where neither carers nor a 
social worker has been involved with a school in 
an attempt to resolve difficulties for a looked after 
child? 
SB: l can but / want to be very careful about the 
confidentiality of this, it was when a looked after 
family here left and we felt that neither ... we felt 
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that the needs of the pupils at the time, 
educationally, were not being met. 
JH: Was it the family that I am thinking of? 
Were there three of them? 
SB: Yes, went to H. 
JH: Yes. 
SB: There were lots of problems with the H's. 
Special Ed. people just said, "Right, we will put 
them here, here and here" and we said, "Well, you 
Schoolnot know, this is a very traumatised family. We have 
involved had lots of problems with them and we need to do 
nor 
consulted in 
his and this" and it really all broke down from our 
decision- point of view. 
making 
process JH: Did the social worker get much involved 
in that? 
SB: No. No. 
JH: I felt, at the time, that it was a very 
`runaway train' and ... erm ... certainly, the last 
one to get placed, that happened over the 
summer holidays, didn't it? Really she left with 
no preparation. 
SB: And also she didn't have any preparation 
for going into the school. She needs a lot of 
support. Whether she will succeed or not -I don't 
know and /-/-I hate to say things like this but it 
could all have been managed a whole lot better 
and it is one of those circumstances where the 
system, I think, did all break down and didn't work. 
JH: I think, I mean, there was a 
i inanci;, i etermination on the part of the carers - no decision doubt about that - and totally supported by the 
rather than lea and I think that the reason that Shiretown 
the needs of 
lea didn't get involved was that H. had taken 
the young over the whole funding, which they didn't need 
neonle. to. It was still very much Shiretown's 
responsibility in terms of funding for all those 
kids, until the actual adoption. 
SB That is probably one of the most recent 
examples of where it has gone wrong. 
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JH: There was no way of involving ... involving, of getting involved ... 
SB: We kept asking. We kept saying, "Can we 
prepare them if we know what schools they are 
going to? Can we send their work? " There was 
just a complete breakdown. 
JH: Was that an isolated case or just the 
worst? 
SB: I think the worst really. 
JH: How did that happen. Do you ... do you think you could have tackled ... could tackle it differently if the same thing ...? 
SB: / think ... erm ...... we would try to be a lot 
more pro-active than we were. I think we would 
make greater strides to try to involve somebody 
of the the 
Recognition 
nto 
like you in it. But / think, at the time, we had lost need 
work the confidence of the carers and that was quite 
together critical. l think they wanted them out of here at all 
cost and nothing was going to stop them and l 
think maybe ... we .. _ 
if we saw that situation 
happening again we would have much greater 
consultation with parents or carers. 
JH: With the parental responsibility in that, 
that would be shared with Social Services. 
SB: But we were told in no uncertain terms that 
they had. Even mister saying that he was not 
going to allow ... 
JH: What do you think are the 
barriers/difficulties in securing co-operation/ 
collaboration ...? 
Information SB: / think the biggest thing is confidentiality 
sharing When the social worker comes into a school .. there are still a lot of schools who feel, "Should 
... " and a prime example of 
that is the SA Ts 
results, "Is it okay to give you SA Ts results or 
should we be asking parents/carers/social 
services? " All of that hang up about ... erm ... we ... 
?"... what lines of communication we ha, 
with you, without the parents because, as 
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sharing When the social worker comes into a school ... there are still a lot of schools who feel, "Should we 
... " and a prime example of 
that is the SA Ts 
results, "Is it okay to give you SA Ts results or 
should we be asking parents/carers/social 
services? " All of that hang up about ... erm ... 
"Do 
we ... 
? "... what lines of communication we have 
with you, without the parents because, as 
educators, we will work primarily with parents and 
carers but with looked after children that line is 
somewhat grey and fractionated and it is a case of 
... 
if we have a problem with the young person, 
say that you deal with a lot, should we be coming 
straight to social services, straight to the foster 
carer? I think with those if there were, I mean I 
realise it is probably different every case, but if 
there 
... guidelines about 
if this situation happens, 
these are the recommended steps, i. e. phone the 
duty social worker or always phone the foster carer 
first - that is always your first point of call or, you 
Procedures to 
know 
... a 
flow chart would be quite useful for 
facilitate multi- schools. That 
is why I think that one of the pages 
agency of your ... erm ... 
Personal Education Plan, which 
working has got listed all of the contact, I think that is one 
of the most useful things that I have seen in terms 
of how we can make sure there is continuity. You 
know if we see a problem arising or work tailing 
off, you know, to have all those contacts listed out 
is incredibly useful. Instead of thinking, "I don't 
really know who to contact about this", we could 
immediately go to the file and say, "Right, well the 
keyworker is this person", you know, "... foster 
carer is that person. We need to be telling them 
that so-and-so is whatever, fighting a lot or crying 
a lot or... " any of the things of the things you 
would normally just give a parent a ring and say, 
"Just to let you know". 
JH: So it is about really ... more clear definitions of the roles of the players involved. 
SB: It is, yeah. 
JH: Do you think social workers should take 
a more leading role or, again, do you think this 
depends on the carers? Or does social worker 
intervention interfere with your relationship 
with carers? 
SB: / can't think of a case where it has. 
JH: I would hope it wouldn't because most 
times if a social worker comes along it is 
because they have a good relationship with the 
carer and want to support the carer and would 
see themselves in that role. 
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SB: Last year we had that role - we have a 
particularly difficult parent ... erm ... and the input 
Negative from social worker, who is now retired, was not in 
experience of the slightest bit positive. They both came into 
social worker class observing and they both came into class ... involvement erm ... and 
that wasn't positive. The social worker 
involved, instead of maybe supporting the mum in 
other ways, was in fact feeding her ... 
JH: Negative views? 
ESB: Yes. But I think that is probably one of the 
only times that we have had quite a few run ins 
with. 
JH: Have you any ideas on how we can 
establish a framework for collaboration 
between schools, social workers and carers? 
Consultation 
with those SB: Once all schools have got designated 
involved to persons, I think it would be a good idea to, first of 
identify joint all, as you have said, to get the views of the 
working carers, get the views of the social workers and the 
practices views of the designated ... and then look for joint 
ways forward. Look at ... maybe set up a series of 
proposals: 1) ... you 
know 
... what are the lines of 
communication? How better? - and I am sure you Identified will find the problems will be based around barriers to 
nowledge and understanding and communication. effective 
collaboration 
Erm 
... once 
that sort of ... 
focus group ... was in 
place ... 
the designated person can feed back and 
train the rest of the staff. Erm ... you 
know, social 
workers once they know they have one person in a 
school they can identify with, they will probably find 
Ease of hat because they probably find schools are 
contact chasms of inefficiency just as much as any other 
organisation, when you try and access somebody. 
You know, they would ring up and say, "I don't 
know who to speak to". Once you have got one 
named person you can cling on to that can't you 
and say, "I want to speak to so-and-so". 
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JH: So they act as a conduit? 
Importance of 
the role of 
designated 
teacher as point 
of contact for 
social 
workers/carers 
Information for 
schools re. 
contact details. 
SB: Yes, yes. 
JH: ... which is what I think they should be, 
rather than trying to do everything. 
SB: Yes, yes. 
JH: Yes, absolutely. And that is exactly 
what schools say about social services. 
SB: Yes, you ring up and say, "Can / speak to 
... 
" and you have no idea who you are speaking to 
or whether you will ever speak to them again or ... 
or ... 
JH: And then you get transferred and start 
the whole story again. 
SB: Yes, yes. So, I think, named people will be 
... that 
is why us knowing who the keyworkers are 
in terms of that child is a step forward because ... 
because we have never had that information 
before. 
This is a true representation of my discussion and I give 
permission for it to be used in the research study. 
Signed: 
Date: 
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APPENDIX 5 
SEMI-STRUCTURED INTERVIEWS WITH DESIGNATED TEACHERS : 
INITIAL PHASE - INITIAL ANALYSIS 
Issues CH SG JP SB EL ZL Total 
Value of sharing information      5(9) 
Need for framework for information sharing      5(8) 
Barriers to working together, including financial  1(2) 
Communication difficulties/need for framework for 
communication 
    4(8) 
Particular difficulties in joint working with children's 
homes 
'f  2(2) 
School giving some stabitnyh ocmalisation    3(6) 
Insight into needsldiQiculties of CiPC      5(8) 
Insight into behaviours that result from LAC status    3(5) 
Desire to work collaboratively      5(8) 
Need for commitment for multi-agency working from 
all professionals 
    4(5) 
Need for framework for collaborative working     4(8) 
Signiricant personlrole models    3(4) 
Need for more flexibility in curricula to tackle poor 
anendanceldisaPfection 
I  2(2) 
Role of designated teacher, including time/role 
difficulties 
ý/ 1   4(7) 
Arrangements for undertaking role of designated 
teacher within school, e S. delegation, dedicated time 
for rolNliaison/PEP meetings 
 'ý 2(5) 
Existing frameworks in schools to enable designated 
teacher role to be implemented effectively 
    5(5) 
Undcrstandtngofother professionals' 
roksldi icuhies 
ý/    '/ 5(8) 
Need for joint taming      5(8) 
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Issues CII JS JP SB EL ZL Total 
Example of positive collaboration      5(10) 
Difficulties for schools in being inclusive   
Additional support required to enable LA young  1(1) 
people to improve academic achievement 
Importance of education to improve life chances    3(4) 
Importance of regular attendance in relation to   2(2) 
academic success 
Lack of uniform working practices between different  1(2) 
local authorities 
Difficulties arising because of out of authority  
1(2) 
placements 
Claim that ethos of school is 'inclusive/nurturing'  
  3(4) 
Recognition that education difficulties pre-date care  
1(1) 
episodes 
Positive discrimination vs. stigmatisation  
 2(3) 
'Messages' given to young people about value of  
 2(3) 
education 
Building on arrangements established in primary  
1(1) 
schools 
Primary/Special school - differences: 
  2(3) 
attendancefmotivation 
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APPENDIX 6 
QUESTIONNAIRE FOR SOCIAL WORKERS OF YOUNG PEOPLE IN 
PUBLIC CARE 
Please complete the following questionnaire by putting a tick in one of the 
boxes for each question. [If you wish to complete it electronically, type `t' in 
the selected box and press F3 (top row)] 
Note: Answer frame is five scale from `Strongly agree' to `Strongly disagree'. 
In addition, there is a column `Insufficent information' if you are unable to 
answer the question because of this reason. 
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1 One of the main purposes of education is to increase a young 
- 
person's knowledge. 
2 All the schools I deal with have a designated teacher for young 
o le in public care. 
3 It is difficult to liaise with some schools when social workers are 
seeking information/requesting a meeting. 
4 Officers of the local education authority should be responsible for 
identifying and securing a looked after young person's educational 
placement. 
5 Education is an activity that only takes place in schools. 
6 I send the necessary paperwork to schools to request a Personal 
Education Plan (PEP) meeting within the local authority's 
timescale. 
7 The post of designated teacher for young people in public care has 
improved my experience of liaison with some schools. 
8 Facilitating access to education is an activity which requires 
collaboration of all those involved with looked after young people. 
9 The time involved in collaborative working with some schools is 
justified by positive educational outcomes for looked after 
pupil(s). 
10 The time involved in collaborative working with some schools is 
not justified by the educational outcomes for looked after pupil(s). 
11 Personal Education Plans are important in terms of attempting to 
improve the educational experience of young people. 
12 1 know the target time for securing an educational placement for a 
young person when s/he comes into the care system. 
13 One of the main purposes of education is to socialise young 
people. 
14 From my experience, most designated teachers are committed to 
'champion' the looked after young people in their school. 
15 'Joined up' working practices amongst schools, Social 
Service and Education Departments can result in improvement in 
young people's educational experience(s). 
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16 It is necessary to complete Personal Education Plans to meet 
Department of Health targets. 
17 The post of designated teacher for young people in public care has 
not made a difference to my experience of liaising with some 
schools. 
19 From my experience, most schools expect social workers to attend 
school-based meetings "hen they are experiencing difficulties 
{ with a young person. 
20 Most teachers I work with are aware of the general difficulties 
experienced by young people «ho are looked after, which may 
affect their behaviour, e. g. attachment disorder. 
21 Social workers can play a major role in the education of looked 
after Young people. 
22 Changing schools because of location of the care placement may 
have a detrimental effect on a looked after young person's 
educational achievements. 
23 1 know the target time for completing a Personal Education Plan 
for a young person when they change school/education provision. 
24 Completion of Personal Education Plans is the responsibility of 
the school. 
25 One of the main purposes of education is to increase the 
employment opportunities for young people. 
26 Designated teachers for young people in public care are aware of 
the general difficulties that young people who are looked after 
may experience, e. g. attachment disorder, low self-esteem. 
1 27 It is essential that social workers prioritise the education of looked 
after Young people in seeking foster/residential placements. 
28 There should be greater levels of collaboration between social 
workers and schools to improve the educational experience of 
looked after young people. 
29 Generally, young people being in school/educational placement is 
essential to care placements being maintained. 
30 Personal Education Plans can be effectively completed without a 
meeting of all those involved with the young person. 
31 Designated teachers for young people in public care will require 
training to enable them to undertake their role in an effective way. 
32 1 adhere to the local authority's timescale for informing schools of 
placement/worker details. 
33 1 would not move a young person to another residential/foster 
placement unless an education placement had been secured for 
i him/her. 
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Please use the following space if you have any other comments about how the 
education of looked after young people might be improved. 
Thank you for taking the time to complete this. 
Team : 
No. of schools currently worked with: _ 
Date: 
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APPENDIX 7 
tit NINRR1 OF QUESTIONNAIRE - SOCIAL 
WORKERS: Initial Phase 
° C w 
T 
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N y 
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I One of the main purposes of education is to increase a young person's 3 4 1 1 
knowledge. 3 
1 
2 
13 One of the main purposes of education is to socialise young people. 2 6 3 2 
25 One of the main purposes of education is to increase the employment 3 7 2 1 
opportunities for young people. I 
5 Education is an activity that only takes place in schools. 1 3 
1 
6 
1 
1 2 
21 Social workers can play a major role in the education of looked after 1 5 3 I 1 
young people. 1 I 1 
27 It is essential that social workers prioritise the education of looked after 1 8 2 
young people in seeking foster residential placements. 
22 Changing schools because of location of the care placement may have a 3 5 1 
detrimental effect on a looked after young person's educational I I 2 
achievements. 
33 I would not move a young person to another residential foster placement 1 2 1 5 
unless an education placement had been secured for him'her. I I 3 
4 Officers of the local education authority should be responsible for 4 2 2 1 
identify ing and securing a looked after young person's educational I 2 
lacement. 2 1 
29 Generally, young people being in school educational placement is 3 4 I I 1 
essential to care placements being maintained. I 
12 1 know the target time for securing an educational placement for a young I 3 1 2 3 
person when she comes into the care system. 2 
3 It is difficult to liaise with some schools when social workers are seeking 1 3 3 1 
information requesting a meeting. 
19 From my experience, most schools expect social workers to attend 1 5 1 1 1 
school-based meetings when they are experiencing difficulties with a I 2 
8 
wunF person. 
Facilitating 
access to education is an activity which requires 
1 
4 
collaboration of all those in ohed %%ith looked after young people. I 2 
2 1 
13 'Joined up' working practices amongst schools. Social 3 6 
Service and Education Departments can result in improvement in young I 2 
people's educational experience(s). I 
28 There should be greater levels of collaboration between social workers 4 5 1 
and schools to improve the educational experience of looked after young I 
9 The time involved in collaborative working with some schools is 2 4 2 1 
justified M positive educational outcomes for looked after pupil(s). 2 
, 
10 The time involved in collaborative working with some schools is not 2 3 2 2 2 
ustified b the educational outcomes for looked after pupil(s). 1 
1-, 
1 
" e`c ä e 
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32 1 adhere to the local authority's timescale for informing schools of 4 I 4 1 
placement. /worker details. I I 1 
7 The post of designated teacher for young people in public care has I 5 2 2 
improved my experience of liaison with some schools. I I 1 
17 The post of designated teacher for young people in public care has not 3 1 3 1 1 
made a difference to my experience of liaising with some schools. 2 2 1 
14 From my experience, most designated teachers are committed to 1 5 2 1 
'champion' the looked after young people in their school. I 2 
2 
26 Designated teachers for young people in public care are aware of the 1 3 2 2 1 
general difficulties that young people who are looked after may 3 
experience. e. g. attachment disorder, low self-esteem. 2 
20 Most teachers I work with are aware of the general difficulties 2 1 3 6 
experienced by young people who are looked after, which may affect 1 
their behaviour, e. g. attachment disorder. 
31 Designated teachers for young people in public care will require training 4 5 
to enable them to undertake their role in an effective way. I 3 
11 Personal Education Plans are important in terms of attempting to 2 5 1 1 
improve the educational experience of young people. 2 3 
16 It is necessarn to complete Personal Education Plans to meet Department 2 3 2 2 
of Health targets. -' 
1 
6 ( send the necessary paper%%ork to schools to request a Personal 1 1 2 4 1 
Education Plan (PEP) meeting within the local authority's timescale. 2 I 1 
23 1 know the target time for completing a Personal Education Plan for a I 2 1 2 2 
young person when they change school/education provision. I 
1 
2 
1 
I8 I know the target time for completing a Personal Education Plan for a 3 I 3 
young person when they are brought into the care of the local authority. 
24 Completion of Personal Education Plans is the responsibility of the 1 3 2 3 1 
school. 2 I I 1 
30 Personal Education Plans can be effectively completed without a 1 4 2 2 1 
meeting of all those involved with the young person. 2 
1 
2 
Looked After Children's Team 
)i. ahlL-d l'hi Uren '. I cam 
Ica% inL C arc I Cam 
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APPENDIX 8 
SEIN'II-STRUCTURED INTERVIEW FOR YOUNG PEOPLE 
Name: Date: 
1. I have already explained to you that there is concern that young people 
who live separately from their families often experience difficulties in 
the education system. Could you talk to me about some of the 
difficulties that you have experienced in the schools you have 
attended? 
Probes: difficulties with - Learning 
Behaviour - exclusions? 
Attendance 
Motivation - coursework/homework completion 
Disaffection 
Lack of success 
When you have had difficulties, were you satisfied with the way it was 
handled? If not, what would you have wanted? 
Probes: Afore/less involvement of carers/social worker, etc. 
More support from teachers 
2. Do you feel that you are succeeding in school? If so, how do you 
measure this success? 
Probes: Achievement/attainment 
Behaviour 
Popularity with peers 
Popularity with teachers 
Happiness 
3. If not, can you tell me about a time when you felt you were succeeding 
in school? 
Probes: 1 {7tat made the difference - support from school/home/care? 
II7ry not maintained? 
4. What could either your social worker or carer do to attempt to 
improve your educational experience? 
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Probes: Messages: importance of education 
Support youngsters 
Support schools 
5. Is there anything that schools/teachers could do differently to improve 
the situation for looked after children? 
Probes: Support for pupils 
Collaboration with carers/workers 
6. For young people in your position, there can sometimes be rather a lot 
of meetings and this can involve several people. How do you feel about 
the involvement of so many people? 
Probes: List people 
Who do you think made the greatest difference and why? 
7. Is there anything else that you want to tell me about your education? 
This is a true representation of my discussion and I give my permission 
for it to be used in the research study. 
Signed: 
Date: 
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[APPENDIX 9 
SEMI-STRUCTURED INTERVIEW FOR DESIGNATED TEACHERS 
1. What difference do you feel the role of designated teacher has 
made in your school? 
Probes: Facilitating communication with Social Services/carers? 
Outcomes for looked after young people 
2. You initially saw the designated teacher role as "huge" if it was 
done properly. Do you still think that it is or do you think that 
you have had to compromise on how you fulfil the post? 
Probes: Meeting with young people every week 
Looking at their books 
"Totally involved in their life" 
3. What do you need from Social Services to help you to fulfil your 
role? 
Probes: Information 
Support 
4. The Government recommended that designated teachers should 
be someone with the authority to make things happen. As Deputy 
liead, how much do you think that being part of the senior 
management team has been essential in fulfilling the post? 
Probes: Leadership 
Training function 
5. Can you give me an example of where there has been good 
collaboration between yourself and Social Services which has 
resulted in a good outcome for a young person? 
Probes: if 7rat did the social worker/carer/other do? Why was this 
successful? 117zat did the school do to involve them? 
Can; vu give any other examples of when this approach has 
worked? 
6. Can you give me an example of w here there has not been good 
collaboration to attempt to resolve difficulties for a looked after 
child? 
roh s" flhzat was the outcome? 
is ere carers/social worker aware that there were any 
difficulties? 
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Did the school try to get them involved? If not, why 
not? 
Was this an isolated case or have you other examples? 
7. What are the barriers (if any) in your school to the role being 
successful in terms of the outcomes for pupils in public care? 
Probes: Time? 
Resources? 
Needs of other pupils? 
Lack of understanding of other teachers? 
8. We decided to block book the PEP meetings. Has this approach 
been helpful for the school? Do you think there are any 
disadvantages in this approach? 
Probes: Attendance of social workers/carers 
9. There was the feeling that the difference in roles between social 
workers and teachers and their lack of understanding of each 
other's jobs was a barrier to `joined up' working. Has this 
situation improved? 
Probes: Constraints of timetable v. caseload. 
10. "Schools want to be inclusive and work with other agencies to 
improve the educational experience of young people in public care 
but league tables mitigate against this. " Comments. 
11. When we spoke previously you were concerned that teachers were 
not invited to statutory reviews? Is this still your opinion? 
12. Is there anything else you would like to say about the education of 
children in public care and the corporate parenting of these young 
people? 
Th is is a true representation of my discussion and I give permission for it 
to be used in the research study. 
Signed: Date: 
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APPENDIX 10 
SEMI-STRUCTURED INTERVIEWS WITH DESIGNATED TEACHERS : 
INITIAL ANALYSIS 
Issues CH JA SB ZL Total 
Designated Teacher-overview     4(5) 
Designated Teacher- undertaking all tasks 
Effectiveness = number looked after 
   3(3) 
Designated Teacher- one person with responsibility 
for LAC 
   3(3) 
Designated Teacher- training/information role    3(4) 
Substantive position of Designated Teacher important     4(8) 
Perceptions of DT by outside agencies   2(2) 
Personality vs position important for role   2(2) 
Desire to undertake role of DT effectively   2(3) 
Difficulties arising because of out of authority 
placements 
  2(3) 
Importance of good communication systems  DT 
role 
 3(3) 
Communication difficulties    3(3) 
Need for lead person In Social Services - 
communication 
 1(1) 
Need for good information sharing   2(2) 
Barvers to collaborative working   2(2) 
Difference of special provision   2(5) 
Value-added measures  1(1) 
School giving some stability/nommalisation  1(1) 
Insight into needs/difficulties of CiPC    
Maslow 
3(6) 
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Issues CH J SB ZL Total 
Example(s) of good collaboration  (not 
SS) 
target 
 
  
 
 4(12) 
Personal Education Plans - process     4(9) 
Personal Education Plans - quality   2(2) 
Need for more flexibility in curricula to tackle poor 
attendance/disaffection 
 1(1) 
Role of designated teacher, including timetrole 
difficulties 
  2(4) 
Arrangements for undertaking role of designated 
teacher within school, e. g. delegation, dedicated time 
for role /liaison/PEP meetings 
 1(1) 
Understanding of other professionals' roles/difficuRies    3(3) 
Need for joint training   2(2) 
Importance of education in improving life chances  1(2) 
Difficulties for schools in being inclusive   2(2) 
Clain that ethos of school is' inclusive/nurturing'     4(9) 
Understanding of the needs of CiPC    3(5) 
Acknowledgement that not all schools co-operate with 
Social Services 
 1(1) 
Recognition of improved support for LAC and schools 
attended from Social Services 
  2(3) 
Need to 'get it right for LAC'  1(1) 
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JAPPENDIX 11 
QUESTIONNAIRE FOR SOCIAL WORKERS OF YOUNG PEOPLE IN PUBLIC 
CARE 
Please complete the following questionnaire by putting a cross in one of the boxes for 
each question or writing brief notes in the spaces provided. 
There have been several government initiatives to redress the educational difficulties 
experienced by looked after children. One of the most significant is the Guidance on the 
Education of Young People in Public Care (2000). This guidance introduced Personal 
Education Plans and Designated Teachers for Young People in Public Care. The 
following questions seek your perceptions of the effectiveness of this initiative for the 
looked after young people you work with. 
1 
rV=C 
All schools should have a designated teacher for young people in public 
care. 
Are you in contact with the designated teachers in all of the schools 
attended by the young people you work with? 
2 Could you outline briefly any contact you have had with designated teachers? 
3 Ifyou are not in contact with the designated teachers, do you have any regular contact 
with any other member of staff at any of the schools? If so, what is their position in the 
school? 
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4 In terms of undertaking collaborative working with schools, please 
= ö WE e 
'` 
V 
z 
indicate which schools you have been able to achieve this with: 
Schools in Shiretown LEA 
Schools outside of Shiretown LEA 
Primary schools 
Secondary schools 
Special schools - day 
Special schools - residential 
Other educational establishments (e. g. college, pupil referral 
unit, ECOS, etc. ). Please state: 
5 Do all of the looked after young people you work with have a Personal 
Education Plan (PEP) that was formulated or reviewed in the last six 
months? 
If anstit"er "I es "please go to question 6. 
YES NO 
5a If there are some young people without a Personal Education Plan is this 
because: 
You have not yet initiated it? 
Please indicate 
numbers in 
pAeh te44 
School has not responded to social worker's request? 
School has refused to co-operate? 
Meeting scheduled but not yet held? 
Other? - Please state reason: 
L 
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6 Where a Personal Education Plan has been completed, please indicate 
your answers to the following statements about the process involved 
in completing the plan: 
m w 
.t 
O 
j 
z 
3 
Q 
g 
h 
a The multi-agency involvement at the PEP meeting is the most important 
aspect of the process. 
b The targets effectively highlight the educational needs of the child/young 
person. 
c The process facilitates joint working between those involved in corporate 
parenting. 
d The process provides good information sharing opportunities between 
those involved in corporate parenting. 
e The process helps the various agencies to understand their individual roles 
and responsibilities. 
f The process helps various professionals understand the boundaries and 
limitations of other acencies. 
The process is time-consuming. 
h The process adds no value. 
i The process does not help me give effective support to the young person 
for whom I have responsibility. 
7 Please briefly outline any indications you have about the value placed on Personal 
Education Plans and/or the process involved in formulating them by the schools you 
work? 
8 In general, do you think that the schools you work with are fulfilling their 
c w ö 
corporate parenting responsibilities to looked after children? 
Please briefly evidence your answer, e. g. how schools are/are not 
fulfilling this responsibility. 
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9 Have you changed your practice in any way as a result of the Guidance on 
the Education of Young People in Public Care (2000)? 
If "i es"please list up to 3 ways in which it has changed 
1) 
YES NO 
(2) 
(3) 
If "No "please state u-lry not: 
10 Please indicate your responses to the following statements: 
I I 
p 
I I I 
I 
To effect an improvement to the education of looked after children, 
Designated Teachers need to be more involved with social work teams. 
Regular contact should be maintained between Designated Teachers 
and social workers, rather than just in response to problems. 
11 The Guidance stated that Designated Teachers should `champion' the 
- 
a 
H 
Z 
v 
cc 
3 
`ý 
u 
z 
looked after children in schools. In your dealings with Designated { Teachers, do they fulfil this responsibility? 
12 Could you please indicate what changes in processes or practices you think would make 
a positive difference to the educational experiences of the young people in the care of 
Shiretown Borough Council? 
Continue on back, i/ necessary 
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Thank you for taking the time to complete this. 
Team : 
Date: 
No. of schools/educational 
establishments currently worked with: 
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APPENDIX 12 
QUESTIONNAIRE FOR SOCIAL WORKERS OF 
YOUNG PEOPLE IN PUBLIC CARE: SUMMARY SHEET 
All schools should have a designated teacher for young people in public 
care. 
Are you in contact with the designated teachers in all of the schools 
attended by the young people you work with? 
Iii 2 
II2I3 
I1 
2 Could you outline briefly any contact you have had with designated teachers? 
3 
\onc Carer flay Contact. 
I'E/' meetings -- issues within school: hehviour, pupil 's attitude towards teachers. peer 
groups, homeirork, extra support, success & achievements. Worked with DT to bridge 
gap hetiveen then und social workers (for tp placed ht' other authorities). 
Difficult to get schools to engage. Some schools not aware if they have DT or who is. 
. Schools imuirc» "e of DT role -- fulls to Head 
Specific teachers for specific tasks. DT = changes in care arrangements, etc. 
Most c"omnniniealion has been with the DT- behaviour issues. 
PEP meetings 
PEP meetings 
When initiating PEP meetings but often confusion = Head attended 
PEP meetings - telephone culls 
PEP meeting + telephone re. contact arrangements 
PEP meetings 
PIP me tings 
If you are not in contact with the designated teachers, do you have any regular contact 
with an% other member of staff at any of the schools? If so, what is their position in the 
school? 
. \o, (nlae'l carer dot's 
Heads of Year. form tutors. SENCOs. Equality Service teachers. learning assistants. 
Connexions Workers, Admissions Officers. etc. = most relevant 
11e'uts of )'eur and dorm tutors (irhen not ahle tu contact 
DZ) 
I leadteachers and class teachers 
1/rad of )c'ar. class teacher. Dehun' Ilead. ('hill 
Protection Designated Teacher 
Class teachers 
('lass teachers 
'ýº /leck/ Of Year. W A*( 
('lass teacher. l leadtcacher. School Nurse. Keyv%orker 
Feud of ) car. class te'ache'r. I1euchc'acher. Deputy 
/Ie il Teacher 
t)eputý ! lead Teacher 
(lass teacher 
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4 In terms of undertaking collaborative working with schools, please 
indicate which schools you have been able to achieve this with: 
Schools in ShiretoýNn LEA 
Schools outside of Shiretown LEA 
Primary schools 
Secondary schools 
Special schools - day 
Special schools - residential 
Other educational establishments (e. g. college, pupil referral 
unit. EGOS, etc. ). Please state: 
(. k)llc, c I tiOI. C. \CCIlCnt I: ducatiOFI Other 
Education Other 
Education Other 
Education 0/her 
Education Other 
Education Other 
College 
I /ueulion Other 
Education Other 
S Do all of the looked after young people you work with have a Personal 
Education Plan (PEP) that was formulated or reviewed in the last six 
months? 
If answer "Yes " please go to question 6. 
ý1 ö E i 
S o s. 7 
3 2 
1 2 
3 I 
3 2 1 3 
3 
4 2 
I 
3 
43 
131 
2 
22 
YES NO 
33 
2 
6 
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5a If there are some young people without a Personal Education Plan 
is this 
Please ease indicate n 
numbers in 
eich ratevnrv 
because: 
You have not vet initiated it? 
II 
School has not responded to social worker's request? 
School has refused to co-operate? 
Meeting scheduled but not yet held? 
Other? - Please state reason: 
Taken over case -- one not in place 
6 Where a Personal Education Plan has been completed, please indicate 
e L 
your answers to the following statements about the process involved t 
r 
in completing the plan: Q z ö 
a The multi-agency involvement at the PEP meeting is the most important 
aspect of the process. 
b The targets effectively highlight the educational needs of the child/young 1 
rson. 4 , 
c The process facilitates joint working between those involved in corporate 
parenting. 
d The process provides good information sharing opportunities between 
those involved in corporate parenting. a 
e The process helps the various agencies to understand their individual roles 
and responsibilities. 
f The process helps various professionals understand the boundaries and 2 2 
limitations of other agencies. - 
g The process is time-consuming. ' 
h The process adds no value. 
i The process does not help me give effective support to the young person ' ; ; 
for whom I have responsibility. 
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7 Please briefly outline any indications you have about the value placed on Personal 
Education Plans and/or the process involved in formulating them by the schools you 
%% ork? 
Ii'nderstanding specific needs of UASC 1 attempting to secure additional ed. support 
Lklrendenl un value pro/issiunuls involved give to il process ran he beneficial (helps 
ºr unJerclvnd ltcn+' ckºing uncl kºive c !e ur uh jec liº es ure a. ti for imprc)º c nre'nll. Can also he 
u 1%"-r exercise. 
PI 
-P pros 
idcs %aluahle intiºrmation for alI involved to gain greater understanding of 
dillicultks to attempt to impro%e outcomes. 
Initial/' viewed uc Just un<uhe'r fi)rnr ' hui sluff app ur to welcome the additional info 
and different /x'rgrc'clives that PEP '. v bring. 
Appear to do it because it is expected of them. 
Place d high rohe on the pro e'. cs process in/irrina(ive. 
Schools unsure of shat to expect from PF Ps. Teachers appear unaware of' their joint 
rvspansihiIitics forcomplction cif PLPs. 
4 hrKº!. ý appreciate PEI's anti cu-o/x'ralc' well, ucknots ledghW importance in su! porting 
vulnerable children and acsislinir then lu /u//i! polenlial. 
Schools ha%c greater understanding ofnom-school issues ofyoung people "/ich maN 
impact on education. Schools \\orking more closely %kith tinter carers. 
Bone schools eel no! nccecsurv. i. e. when no high concerns over education. Some 
te"hrwls appreciate written contacts - into on PR, re. spo isihililies_/iu" h 'iv. health. etc,. 
Schools give impression that PIP is replication of information they already have. 
When child is /coked u/ier. i. e. foster care schools value PEP. c. IS 'hen tiount' /ºe rson is in 
t"gNive p/cu emenl.. seen as an intrusion. 
If child is not 'a problem' some teachers resent time taken to tbrmufate plan. 
Sc'Ilinx realistic, lurgets f or trºung /x'u/ºle. D7' pronrolitWý C'/runt) onürg the case, f )r L. 4C', 
rhrvrM" promoting corporate parenting role. 
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Please briefly evidence your answer. e. g. how schools are/are not 
fulfilling this responsibility. 
I d. Dept'. Nchoo . not tuItiIIin, -, responsibilities to educated 
UASC who 
arme in Year 
Some schools 
,% oo(l at 
liaising with S. S. and Connexions workers. 
. tii'me not ºrilling to proridc' infortnali(N7 
to 11'U! 'k in partnership7. Can be 
difficult 1v access attendance general progre. s'. c inforrnutiun. . Host contact 
With . school is when there are (! r%/icullies. Some schools ha%e not responded to letters. phone calls. etc. for PEP 
initiation. Understand 'corporate parenting responsibilities? 
('ha//enge. for some mainstream . schools - /70! so 
different. for special 
sc"hrx)A who . teem more opeti to fn-(7tec"ting 
Iwomoling the wellbeing q1' 
ra/nt"ruhle children. 
Sec it as SSI)'s responsihilit%. 
Regular liai. sun i/ diHictdtic'. s arise. 
I ack of kno%%ledge/a%%areness of issues relating to children in care. 
Relxuying c"ýýnc erne tco. social is-orker. liaising ºrith curer., ah()I(c prn, eress. 
. 
4ckix, »"le'dginit" tlif cultit'. r in . cc 
hool. 
Seme schtxtls appear to % ie%% I'l: Ps as time-consuming and replication of 
o her plans, e. g. II IN. Some schools struggle to see their responsibility 
toHards t. A children - don't see their additional needs/responsibilities. 
. Crime cloct liaison with ., ý . 
some' nut Nu// and time c"onvn"uinl. S. 
Ui. stanc e of schrxd-s a/. o nu'an. s that . till' cannot have as much contact as 
1. "oudd like. 
Some schools tr% not to stigmatise I. AC but do not attempt to meet their 
needs. Regular communication limited. Primary schools can be excellent 
- partl% because smaller and %% hen I leadteacher (usual 1\ [)T) is also on 
hoard in terms of meeting needs and understanding difficulties that LAC 
face. 
Hare a/ c /ti/J siýuuýion and report c 11i c ýirc"/t to lOc'UI auihority + 
/>ar ent. %. 
Can be %ariahle - some schtxols are more open and helpful. 
1)T inform SW of progress. aitenclunc"t'. behaviour not wait until PEP 
review- (one erns expressed long hrjcºre crisi. v. 
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YES NO 
9 Have you changed your practice in any way as a result of the Guidance on 
the Education of Young People in Public Care (2000)? 5 
If "' Yes" please list up to 3 ways in which it has changed: 
Designated I cachcrý. 111,11s. 
Guidance has bc'L'17 kt t to nn' irork (Connexions Advisor). Specific 
expectations of'. schools and SSDc to support LA young people. Identified 
arrangements to assess, plan most appropriate supports within school 
and home school arrangcements. 
Supporting \oung people in education - having regular liaison with 
school. Promoting young people gaining qualifications. Attempting to 
ensure that LA status does not disadvantage young people. 
Attempt to work more inclusively with Education. Greater dependance on 
education to manage children in public care. Greater shared knowledge 
regarding a child's ºrel/are has impacted on the brav that our children are 
being managed more successfülh" resulted in positive school attendance. 
Implement PEPS. More aware/focussed on school outcomes and 
attendance. 
Attend PEP meetings and other relevant school meetings. Access support 
to acsim i"c, tutl, ' person in education. 
Indirectly p- changes of policies. 
(ircVuter emphasis on 1'EPs. . 
tIore regular con. vullations wi! h . school 
clout t ruing pc', sun *, c progress. 
More contact %%ith the school - through meetings and telephone. 
SW has 
ntoore kno%\ ledge ot'educational achievements of vp \ýorked \%ith. 
I ducation issues ha'e become more integrated in to the statutory review 
meetings. i. e. linking the PIP and the statutory review term. 
1-ormulation cord adherence , ºj l'F. P. ý'. Ensuring LA(' receive an education 
(e. g. when placement breaks iJown). 
Give more priority to education of looked after children. More a\\ are of 
need to keep in placement to prevent change of'schools. 
Ensurinng completion regular review of PEI'sf(Jr all LA children worked 
with. lnlor, natiun %harin, L, ' on 'need to know ' ha. sis with DT. 
If ... %'co please slate win' not: 
II : 1(' Tram %%orker - "No" but gase no reason. 
Other %-, orkers from all three teams had only qualified since 2000. 
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10 Please indicate your responses to the following statements: 
Fo effect an improvement to the education of looked after children, 
Designated Teachers need to be more involved with social work teams. 
Regular contact should be maintained between Designated Teachers 
and social workers, rather than just in response to problems. 
The Guidance stated that Designated Teachers should 'champion' the 
looked after children in schools. In your dealings with Designated 
Teachers, do they fulfil this responsibility? 
x_ 
_,;, 
1 
2212 
12 I Could you please indicate what changes in processes or practices you think would make 
a positive difference to the educational experiences of the young people in the care of 
Shiretown Borough Council'? 
( arer. . \d\ isors being, ý more actkelR in'ol\cd in sustaining education placement - 
re%ic%\. Celebrate achievement. Constructive challenging when not achieving potential. 
Regular reporting hack and. 4edhack to SH 's about progress di//lcullies' to prevent crisis 
and make earlier inlervenhion possible. Social wworkers and teachers listening to t'oun g 
fk, orlt' and acting on it. Admission procedures need revising cau. ve long and 
unnccescun dc'/ut'. s. 
Fex LA children not to be treated an) differently. e. g. 'pity or 'behaviour problems'. 
Not to be disad%antaged because they are in care nor for teachers to blame a LA child. It 
is less threatening to challenge a social %%orker than an angry parent. 
Now talk to Education colleagues and share interest in 
LA(' - previoush" nohoch' took 
rr. cpon.. ihilih' for child's education ' pro%'ssionul resentment 
between two services. 
Pnx"e %s make Ihr child 'central ' to all role's. regardless u/'cliscild ine. 
Kno%% ledge of %% ho LAC teachers are. Better resourced and more flexible teaching 
sen ices to young people %% ho are not in school. 
Improved communication henw'ce'n . school and social worker. 
Re. role curer should plat' 
in support of the child. 
Social %%orkers to visit schools more frequently. Teachers to take part in placement 
rev icN s. 
Suhlx, rt groups º. "ithin schools /or LA('. 
More contact hemcen social %%orkers and teachers -- not. just ti'r an 'incident'/exclusion. 
Retter confidentiality regarding intlo shared v, ith schools atx)ut LAU. 
ehr ol. v to he niete' aware u/ rule o/'Desigfla'd Te'ac'her. More involvernent hettireen 
. 
C11' and Nch. x, l when children tit long distance residential linse constrain... 
Greater el iicicncv in getting P[:: Ps typed up and distributed to relevant parties quickly. 
Greater collaboration bemeen DTs and social Nork teams. 
Polic'Y that school placements ºcill not he changed due to cost of *transport. 
Mentoring and extra tutoring should be a major tibcus because I have seen the impact on 
some of the cases I has e %%hen such provision 
is made. 
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Nl %1131: R OF SCHOOLS/EDUCATIONAL ESTABLISHMENTS 
%%ORKFI) \%ITH: 
l. c. ing (arc Team 184 
Disabled Children's Team 9 10 38 10 
l. o)ked elfter Children's Team 466 11 
\l'MMBFR OF RESPONDENTS 
I. ca%ing ( are I cam 3 
1)iwhkd ('hil(lren's Team 5 
I. (N)ktiI %f er (hildren'% Team 7 
TOTAL: 
1-1ý 
69 
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APPENDIX 13 
Quantitative data about Shiretown's cohort of looked after young people, as 
presented to DIES annually (2001-4) 
STS RESULTS: 2001-21004 
2001 % 2002 % 2003 % 2004 % 
YEAR 2 
TOTAL COHORT 4 3 2 
10 
Number w bo ut cad I: S2 SATs 4 100.0% 3 100.0% 
1 50.00/0 9 90.0% 
Acbkocd lo cl 2- Reading task 4 100.0% 1 33.3% 
1 50.0% 6 60.0% 
Acbkied leid 2- Reading comp 4 100.0% 0 0.0% 1 50.00/0 5 
50.0% 
Acb; nedkoel2-Writing 3 75.00/9 1 33.3% 5 50.0% 
Acbie%ed kod 2- Spelling 4 100.0% 1 33.3% 2 20.0% 
Acbk td ksc12 - Mathematics 4 100.0% 2 66.6% 1 50.00/0 6 60.0% 
YEAR 6 
TOTAL COHORT 8 7 3 6 
Number %be at cad KS3 S. AT& 4 50.0% 5 71.4% 2 66.7% 3 50.0%0 
Acbit-ted kod 4- Eag1isb 4 50.0/s 1 14.3% 0 0.0% 3 50.0% 
Acbivied koe14 - ? fatbematics 3 37.5% 1 14.3% 0 0.0% 3 50.0% 
Acbkoed kie14 - Science 4 50.0% 4 57.1% 0 0.0% 3 50.0% 
2001 % 2002 % 2003 % 2004 % 
YEAR 9 
TOTAL COHORT 11 13 10 6 
Number %bo sat end KS4 SATs 3 27.3% 6 46.2% 2 20.0% 5 83.3% 
Acbie-wed level 5- Eaglisb 0 0.0% 1 7.7% 1 10.0% 2 33.3% 
Acbie, k ed level 5- Matbematics 0 0.0% 0 0.0% 0 0.0% 4 66.7% 
Acbie%ed Ioel 5- Science 0 0.0% 0 0.0% 0 0.0% 3 50.0% 
GCSE RESULTS: 2001-2004 
2001 % 2002 % 2003 % 2004 % 
TOTAL COHORT 8 8 15 14 
Number w ho u* GCSEs 3 
37.50% 3 37.50% 7 46.67% 7 50.00% 
1 A*-G 3 37.50% 3 37.50% 7 46.67% 7 50.00% 
5 A*-G 2 
25.00% 2 25.00% 4 26.67% 5 35.71% 
0 0.00% 0 0.00% 0 0.00% 1 7.14% 5 A*-C 
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